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CHAPTER I 
STUDENT HOUSING
At the present time on numerous u n ive rs ity  and college campuses 
undergraduate students are being used e f fe c t iv e ly  as paraprofesslonal 
helpers w ith in  residence hall operations. These paraprofesslonal helpers,  
often called  Resident Advisors, Resident Assistants , or Resident S ta f f  
are students who work In the dormitories or residence halls  as peers o f  
the resident students to a s s is t ,  counsel, and aid them as needed. Housing 
f a c i l i t i e s  on campuses have not always provided students w ith peers to 
ass ist them In educational, soc ia l,  emotional, and personal growth.
The ob jec tive  o f th is  manuscript Is to examine the Resident Advisor 
as a paraprofesslonal helper w ith in  the residence hall s e tt in g .  F irs t  
I w i l l  provide an h is to r ic a l  overview of on campus student housing develop­
ment and describe the duties and re s p o n s ib i l i t ie s  commonly assigned to
the Resident Advisor (RA). Chapter I I  w i l l  Include d e f in it io n s  o f  help
«
and helping, a survey o f  l i t e r a tu r e  re lated  helping and other l i t e r a t u r e  
re lated  to the helping process as I t  applies to the residence hall se tt in g .  
F in a l ly ,  I w i l l  develop and design a workshop that focuses on the major 
variab les o f  helping as discussed In Chapter I I I .
HISTORICAL OVERVIEW
The concept o f  housing students a t a school or educational In s t itu t io n s  
Is not a new one a t  a l l  but I t  has made a great deal o f advancement from 
I ts  ear ly  beginnings. In s t itu t io n s  o f higher learning have from th e ir  
Inception f e l t  the need and resp o n s ib il ity  to provide some type o f  l iv in g  
environment fo r students during th e ir  stay. The boarding school was one
1
of f i r s t  housing concepts fo r students attending a school or In s t i tu t io n  
that was a great distance from th e i r  home and fam ily .
These boarding schools, during the la te  1800's, provided food and 
lodging to the students who studied a t  the In s t i tu t io n  during the school 
year. In these boarding schools very l i t t l e  concern was ever given to  
personal or social growth, because the students academic education was 
the primary ob jec tive  fo r his presence there .
During the turn of the century as a greater number o f  public  and 
priva te  colleges and u n tv e rs lt I te s  began to open and provide the chance 
fo r higher education for more and more people. The need to not only  
house the students but provide for other student needs became Important.
The t ra d it io n a l  nature of education carr ied  over to the housing o f  students: 
separate f a c i l i t i e s  for men and women, s t r ic t  dress codes, re s tr ic te d  
hours, and respect for t ra d it io n a l  ways o f  l i f e .  Not only were the students 
expected to learn academics but also the social graces as w e l l .  Most o f  
the housing f a c i l i t i e s  were e i th e r  rented by the school from local people 
or they were owned outr ight by the school. Few f e l l  Into th is  la t t e r  
category u n t i l  the mid and la te  1920's.
The student enrollment began to Increase during the middle and la te  
1920's ,  and many colleges and u n iv e rs it ie s  began to build and purchase 
th e i r  own buildings to be used as housing f a c i l i t i e s .  Most o ften  these 
f a c i l i t i e s  were supervised by "housemothers" who were selected and hired  
by the school through the o f f ic e  o f Dean o f  Students, Dean o f  Men, or 
Dean o f  Ubmen. During th is  period, that lasted u n t i l  about the middle 
to the la te  19&0's, most u n ive rs it ies  and colleges believed that not only  
should the students' academic l i f e  be Important but also th e i r  so c ia l .
re l ig io u s ,  personal In teractions and problems should be Important as 
w e ll .  Often the housemothers were assisted In th e ir  duties and tasks 
by men and women students, usually Juniors or seniors, who were also  
selected by the deans. Most were chosen fo r  th e i r  leadership a b i l i t y ,  
academic achievement, and m aturity . These were the precursor o f  the 
present day RAs.
The housemothers were, In essence, parents away from home who saw 
to the women's welfare and morals. More often than not the w elfare  and 
morals o f the men were usually given l i t t l e  or no consideration and 
thereby caused a "double standard" to e x is t .  This In loco Parentis concept 
provided lessons In social graces, dancing, and teas fo r the women and 
nothing fo r  the men. This type o f s itu a tio n  existed throughout most 
colleges and u n iv e rs it ie s  w ith  l i t t l e  or no change u n t i l  a f t e r  World War 
I f  (Earnest, 1953).
The post war era has often  been referred  to as the "G. I .  B i l l "  era 
because o f the Increasing numbers o f veterans who were e l ig ib le  and 
attending colleges and u n iv e rs it ie s .  As the Increase of students con­
tinued, there was again a demand fo r  add itional on-campus housing. The 
use o f  housemothers and ju n io r  and senior student helpers, same sex 
dorm itories, alcohol p roh ib it ions , and re s tr ic te d  hours remained f a i r l y  
constant throughout the nation u n t i l  the la te  1960's and e a r ly  1970's.
During these c r i t i c a l  times, there were a number o f Important events 
that would have a profound e f fe c t  on the nation as well as the organization  
and structure  o f student housing operations. This was a time o f  student 
and social unrest, c i v i l  and student r ights  movements, and desire  fo r  
educational freedoms, not to mention the V ie t  Nam war. This social movement
created a s itu a tion  fo r  the d ras t ic  change In the operation o f  not only  
student housing but In the academic adm inistration I t s e l f .
Old basions o f  s ingle sex h a l ls ,  re s tr ic te d  hours, alcohol prohi­
b it io n s , academic probation and other adm in is tra tive  re s tr ic t io n s  were 
beginning to f a l l .  The male counterpart o f the housemother began to 
emerge on a number o f campuses during th is  time. These men provided 
supervisory services to the male residents but were usually graduate 
students or a t  least seniors. On a large number o f campuses the Dean 
of Students and the Dean o f Men and Women, who fo r  the most part had 
control and sole a u th o r ity  over student housing operations and th e ir  
p o lic ie s ,  were beginning to be elim inated a lto g e th er ,  or In a few cases 
the housing operation was taken away from them and given to someone e lse .  
Director o f Housing, D irector o f Residential L i fe  or s im ila r  positions  
were established to take over the housing operations and were given sole 
au th o r ity  and resp o n s ib il i ty  for the students In the dorm itories.
Throughout the country there was an Increased desire fo r  and acceptance 
of non -trad itlona l housing p o lic ies :  24-hour v is i ta t io n  p r iv i le g e s ,
changes In the alcohol p o l ic ie s ,  s ingle sex h a l ls ,  but most Important the 
establishment o f coeducational dorm itories. Along with these new changes 
In p o lic ies  there were also changes In residence ha ll s ta f f  supervision.
The housemothers as well as the students who were hand picked by the deans 
were being replaced. Most o ften the housemothers were replaced by male 
and female seniors and graduate students and were called  Head Residents,
Dorm D irectors , Residence Hall D irectors , or something s im ila r .
These positions were open to competitive h ir ing  by the housing 
o f f i c i a l s  who were responsible for s t a f f  se lec tion . The hand picked
student helpers were replaced by peer students to work w ith  the students 
In the h a l l .  They were usually ca lled  Student Assistants, Resident 
Assistants, or Resident Advisors.*
These prospective RA's were screened by the Head Residents, housing 
o f f i c i a l s  and adm inistrative  personnel. La ter,  current RA's would ass is t  
In the selection process but not In the f in a l  h ir in g  of the app licants .
The current focus o f  student housing has changed g rea t ly  from the 
ear ly  days of the boarding schools. The focus has been expanded to provide 
a p o s it ive  learning and l iv in g  environment, support, fr iendship , and any 
type o f  assistance or help the student requires. The RA as well as the  
Head Resident and the D irector o f Housing are In a position to provide a 
service to and fo r the students w ith in  the residence h a l ls .  This service  
may take many forms: advising, counseling, social d ire c to r ,  resource
person, enforce un ivers ity  and residence ha ll rules and regu lations, and 
paraprofesslonal helper.
The objectives of residence ha lls  throughout the nation, on a v a r ie ty  
of types o f campuses. Indicate that the goals and purposes tend to f a l l  
Into four categories as described by Greenleaf (1974):
1. To provide an environment that enhances the student's  
a b i l i t y  to meet his academic purposes fo r being In school
2. To provide fo r personal growth and development on the 
part o f  the Individual students
* In  most housing operations there are usually an equal number of  
male and female s t a f f .  This author w i l l  use he or him and she or her 
In re fer ing  to the male and female RAs respective ly . When o f fe r in g  
examples o f RAs In th e ir  work s itu a tions  or In In teractions , the author 
w il l  attempt to use equivalent numbers o f  male and female examples.
3. To provfde for student s e l f - r e s p o n s îb î l î t le s  fo r the 
1îvîng unît
4. To provide added learning experiences through the 
development o f  hall programs.
RESIDENT ADVISOR AS A STAFF MEMBER
Having been an RA for over three years and a Head Resident and 
Resident Hall D irector for three years, I have been able to see f i r s t  
hand the duties and re s p o n s ib i l i t ie s  o f  an RA. An RA Is a student 
that l ive s  on a f lo o r  with as many as 30-50 other students and works 
In the capacity o f a counselor, academic and social advisor, a c t iv i t y  
planner, resource person, f r ie n d ,  and helper. Approximately 95-98 
percent o f  the RA's are undergraduate students, w ith  the remainder o f
them being graduate students. The RA acts as a l ia iso n  fo r  the univer­
s i ty  and student and also helps the student to understand the ru les ,  
regulations, and p o lic ies  o f  the un ivers ity  (Hayes, 1978; Hayman, 1978).
See (Appendix A) fo r  an actual Job description that Is used a t the 
Univers ity  o f Montana. Often the performance evaluation o f  the RA Is
based upon the spec if ic  job descrip tion . The two residence ha ll opera­
t ion s , which th is  author Is f a m i l ia r ,  used RA evaluations that are based 
on the job descrip tion . See (Appendixes B and C) fo r  actual RA evaluations  
used at the Univers ity  o f Montana and St. Cloud State Un ivers ity  respective ly
It  Is the job o f the RA's to help In whatever manner they can and 
as the students needs demand. Most o f the help requested by the students 
Is d i re c t ly  re la ted  to procedural matters. "Where do I pick up my grades?", 
"When Is the deadline fo r  la te  reg is tra tio n ? " ,  and "How do I f ind  out 
where my advisor Is?" are common questions residents ask. There are those
times when the RA may deal w ith  everything from homesickness to a potentia l  
suicide. I t  is the RA's re s p o n s ib il i ty  to help as best he can and i f  he 
fee ls  that the problem is beyond his a b i l i t y  to help, the student can be
refered to a professional person or agency.
The RA as a paraprofesslonal helper Is in a c r i t i c a l  position to
be of help to the student because o f  the proximity o f the l iv in g  environ­
ment and the personal re la t io n s h ip .  This l iv in g  environment allows learn ing ,  
growth, fr iendsh ip , and tru s t  to be developed. In a c tu a l i ty ,  the RA Is 
in essence "on the fro n t l in e "  when a student needs help, has a problem 
or ju s t  needs a shoulder to lean on.
The above description o f an RA could e as ily  be considered as a job  
description . Greenleaf (1974) considered four categories o f  residence 
hall goals and objectives to be important In determining the job  descrip­
tion  and the re s p o n s ib i l i t ie s  fo r a member o f a residence hall s t a f f .
They should include the following:
1. To know the students with whom the s ta f f  members 
associate
2. To know the campus community so that there is an 
understanding o f how decisions are made which a f fe c t  
residence hall l iv in g  and which a f fe c t  a student's  
l i f e  on campus
3. To know and understand the re fe r ra l  resources o f  the 
campus which may be used by students to meet th e i r  
academic and personal needs
4. To ass ist students in the l iv in g  u n it  to develop 
guidelines fo r  l iv in g  with consideration o f  one 
another and to bring about student s e l f - re s p o n s ib i l i ty  
fo r  the h a l1
5. To serve as an advisor to suggest residence hall 
a c t iv i t i e s  which can provide fo r In te rac tion  o f  
residents, le isu re  time a c t i v i t i e s ,  and fo r  new 
learning experiences
6. To understand and accept the ob jectives  o f res iden tia l  
l iv in g  and to assume a re s p o n s ib il i ty  fo r  defin ing and 
understanding the goals of the ha ll  and un it  fo r which 
there Is a resp o n s ib il i ty
7. To be a v a ila b le ,  f r ie n d ly ,  and open to  students so
that each student can develop as a functioning individual  
in the campus community
8. To balance job re s p o n s ib i l i t ie s  and personal l i f e  so 
that as a s ta f f  ass istant there Is self-growth as well 
as growth fo r  students.
The growth and development of co llege and un ivers ity  student housing 
programs as well as the RA's have undergone numerous m odifications in the  
las t  f i f t y  years as seen b r ie f ly  in the preceedlng. Along w ith  the steady 
growth and development, the concepts o f  helping In th e ir  many facets have 
also experienced modifications and changes. Chapter 11 w i l l  include 
d e f in it io n s  o f  help and helping, survey the l i t e r a t u r e  re la ted  to pro­
fessional helping, and other l i t e r a tu r e  re la ted  to the helping process 
as i t  applies to the residence hall s e tt in g .
CHAPTER 2 
REVIEW OF THE LITERATURE
In th is  chapter th is  author w i l l  review the l i t e r a tu r e  re la ted  to 
helping In an attempt to give the reader a be tte r  understanding o f what 
helping Is and how I t  operates. F irs t  the ch a rac te r is t ics  o f helping 
w il l  be discussed. Second, l i t e r a t u r e  re lated  to professional t ra in in g  
programs w i l l  be reviewed. F in a l ly ,  the las t  section w i l l  Include 
spec if ic  l i t e r a t u r e  associated with tra in in g  programs fo r  Resident 
Advisors as paraprofesslonal helpers.
CHARACTERISTICS OF HELPING AND HELPING RELATIONSHIPS
Throughout the l i t e r a tu r e  there are numerous d e f in it io n s  o f  helping 
and what helping professionally  and paraprofesslonally e n ta i ls .  There 
are three d e f in it io n s  that when combined depict the essence o f RA para­
professlonal helping. Egan and Cowan (1978) suggested "Helping that  
emphasizes tra in in g  In the s k i l ls  to undertake l i f e  tasks and cope with  
l i f e  crises Is ,  In our opinion, more useful than helping that merely 
encourages Insight or provides human support or enables an Individual 
solve th is  p a r t ic u la r  problem" (111-3 ).
Brammer (1973) defines "Helping as a process o f f a c i l i t a t i n g  the 
achievement o f another person's goal fo r  physical survival and psycholo­
gical growth." "The process o f  helping Is a process In problem-solving 
that Is governed by what we know of the dynamics o f  learning. Helping 
people discover more e f fe c t iv e  and sa t is fy ing  re lationships between 
themselves and the world Is an exercise In learning. In th is  sense 
a l l  helpers o f whatever school are fundamentally teachers" (A v ila ,  Combs
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6 Purkey, 1971, 176). An accurate description o f  the RA as a parapro­
fesslonal helper can become evident by combining the above descrip tions.
The RA Is a person who aids others In the learning o f  l i f e  task s k i l l s ,  
ass is t them In coping with c r ises , f a c i l i t a t e  the achievement o f  personal 
goals and growth, and teach others to become more e f fe c t iv e  problem- 
solvers.
Paraprofesslonal helping w ith in  a residence ha lls  se tt ing  Is essen­
t i a l l y  no d i f fe re n t  from other helping se tt ing s . Psychologists, social 
workers, teachers, po lice , m in isters and counselors, ju s t  to name a few, 
are Involved In some type o f  helping. I feel there are four major components 
to any and a l l  helping In te rac tions , and they are as follows:
1. The helper (R ) , the person who Is sought out by others
or o f fe rs  help or assistance on his or her own I n i t i a t i v e
2. The student or resident who requests help or Is the 
rec ip ient o f help from others
3. The re la tionsh ip  or Interpersonal bond that ex ists  
between the R and resident during the helping process.
4. The singular and/or mutual goal o f  the re la tionsh ip  
between the R and res ident.
The concept of paraprofesslonal helping, as used In th is  manuscript, 
w il l  focus p r im arily  on the dyadic re la t io n sh ip . There are times when 
helping Involves more than two people or even a small group dealing with  
a problem, but a m ajority  o f RA's paraprofesslonal helping Is done on th is  
one to one or dyadic le v e l .
The RA as a paraprofesslonal helper as well as any helper must be 
cognizant o f the various va r iab les ,  s k i l ls  and ch a ra c te r is t ics  tha t are  
exhibited during the process o f helping. Even though the In te rac tion  
between the RA and the student Is usually ro le  s p e c if ic ,  the RA as the
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helper and the student as the person receiving help, I t  Is not uncommon 
for the roles to become reversed during the process. Accepting th is  
phenomenon, one must also accept the notion tha t the variables re la ted  
to the helper and resident are present In both and become more evident 
depending upon the needs o f  each.
Carkhuff (1969, a & b) took a major step In pinpointing Important 
variab les In the helping re la tionsh ips . Both volumes are exce llen t  
sources fo r Information and tra in in g  for helping re la tionsh ips . The 
major variab les that he suggested as Important to the helper and resident 
are: empathy, respect, concreteness, genulness, confrontation, and
Immediacy. Many studies have been conducted which re lated to student 
w elfare and the use of lay and paraprofesslonals as helpers (S a t t le r ,
1969; Carkhuff and Pierce, 1967; Banks, 1970; Banks, Berenson, and 
Carkhuff, 1967; Carkhuff, 1970). These studies have focused on sp ec if ic  
helping variab les and ch a ra c te r is t ic s .
A v ila ,  Combs & Purkey (1971) suggested that "The helper must have 
the a b i l i t y  to share himself on the one hand and at the same time possess 
the capacity fo r extraordinary s e l f -d ls c lp l In e "  (13)• Much o f  th is  work 
deals with the professional helper, l ik e  most o f  the l i t e r a t u r e ,  but 
can e as ily  be applied to a paraprofesslonal and lay helper as w e ll .  In 
th e ir  studies a t the Univers ity  o f  F lorida on e f fe c t iv e  helpers, several 
ch a rac te r is t ics  were highly corre lated  with e f fe c t iv e  helping. They were 
as follows:
1. Ident I f  led /apart .  A helper fee ls  Id e n t if ie d  with others rather  
than a lienated or apart from them. The good helper tends to see himself
32
as a part o f a l l  mankind and sees himself as Id e n t if ie d  w ith  people 
rather than as withdrawn, removed, a l ie n a ted , or apart from others
2. Adequate/Inadequate. A helper fee ls  bas ica lly  adequate rather  
than Inadequate. The good helper usually sees himself as enough w ith in
his own s e l f  and having what Is needed to deal with his problems and
s ituations
3. Trustworthy/untrustworthy. A helper fee ls  as though he Is 
trustworthy and has tru s t  In his organizational s k i l l s .  He sees himself 
as dependable or re l ia b le  and having poten tia l fo r e f fe c t iv e  coping o f  
problems and s itu a tio n s . This Is opposed to seeing oneself In a s itu a tion
as being untrustworthy and unable to cope
4. Wanted/rejected. A helper sees himself as l ik e a b le ,  a t t r a c t iv e  
( In  a personal sense, not necessarily p h y s ic a l ly ) ,  wanted and generally  
capable o f  a t tra c t in g  warm responses from others. This Is opposed to  
being Ignored or rejected by others
5. Worthy/worthless. A helper sees himself as worthy and a person 
of consequence, d ig n ity .  In te g r ity  and respect rather than being over­
looked, discounted and o f no personal or social value.
A v ila ,  et a l . ,  conslded chara c te r is t ics  o f  good and bad helpers that  
can be distinguished from one another on the basis o f  behaviors or speci­
f i c  ch a ra c te r is t ics  of helping. They are fre e in g /c o n tro l l in g ,  la rg e /  
small Issues, s e lf - re v e a lIn g /s e lf -c o n c e a lin g , Involved /a lienated , process/ 
goal o riented , and a l tu r s t lc /n a r c ls s ls t Ic .  They also suggest that these 
behaviors are part o f the re la tionsh ip  and goal var iab les .
The helper sees the purpose of the helping task as one o f  a s s is t in g ,  
re leasing, and f a c i l i t a t in g  rather than as a matter o f  c o n tro l l in g .
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manipulating, coercing, blocking, or In h ib it in g  behavior. The helper also  
tends to view events In a broad rather than narrow perspective and Is 
concerned with larger connotations o f events and with more extensive  
Implications rather than w ith the Immediate and s p e c if ic .  The helper Is 
not exc lus ive ly  concerned w ith  d e ta i ls ,  but can perceive beyond the 
Immediate to the fu tu re .
The helper Is more l ik e ly  to be s e lf -re v e a l in g  and w i l l in g  to disclose  
the s e l f .  He can t re a t  th e ir  fee lings and shortcomings as Important and 
s ig n i f ic a n t .  He Is also Involved In the process personally and sees 
his ro le  as one o f commitment to the helping process. He seems to see 
his appropriate ro le  as encouraging and f a c i l i t a t i n g  the process o f  
search and discovery o f  solutions and methods o f dealing with the problem 
rather than promoting a personal goal or preconceived solution . Lastly  
the helper views his purpose as oriented towards aiding and ass is ting  
other people rather than pursuing his own s e lf is h  goals.
F in a l ly ,  the authors advanced that the helping process or r e la t io n ­
ship has three aspects that govern learning. F i r s t ,  the condition fo r  
confrontation must be brought Into being. An atmosphere which makes 
exploration  possible must be established. Second, the helper and resident  
must be brought Into dialogue with some new experience, an encounter with  
new Information, new knowledge, or a l te rn a te  communication form. Th ird ,  
the resident must discover the personal meaning o f  the new Information  
or experience fo r himself. In summary, the basic variables o f  the helper 
and resident are: Id en t if ie d  (empathy), adequate, trustworthy, wanted,
worthy, sens it ive , good l is te n e r ,  and openmlnded (considers large 6 Issues).
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Carl Rogers îs well known for his work In helping and psychotherapy. 
Rogers (1951) suggested several conditions that enable the helper and 
the resident develop w ith in  a re la tionsh ip : consistency, genuineness,
unconditional pos it ive  regard, empathy, and the a b i l i t y  to communicate 
understanding. He raises numerous questions about the ch a ra c te r is t ics  
of a helping re la t io n s h ip .  Below are the questions that he raises and 
each Is followed by my descrip tive  a d jec t ive .
1. Can In some way which w i l l  be perceived by the
other persons as trustworthy, as dependable or consistent 
In some deep sense? — trust
2. Can I be expressive enough as a person that what I am 
w il l  be communicated unambiguously? — sincere
3. Can I le t  myself experience pos it ive  a t t i tu d es  towards 
th is  other person —atti tu d es  of warmth, caring, l ik in g .  
In te re s t ,  respect? — genuineness
4. Can I be strong as a person to be separate from the 
other? Can I be a sturdy respecter o f  my own fee l in g s ,  
my own needs, as well as his? — Independent
5. Am I secure enough w ith in  myself to permit him his 
separateness? Can I permit him to be what he Is — honest 
or d e c e it fu l .  In fa n t i le  or ad u lt ,  d ispa lr ing  or over­
confident? Can I give him the freedom to be? — self-assured
6. Can I le t  myself enter fu l ly  Into the world o f his 
fee lings and personal meanings and see these as he 
does? — empathy
7. Can I receive him as he Is? Can I communicate th is  
att itu d e?  —accepting and understanding
8. Can I act with s u f f ic ie n t  s e n s it iv i ty  In the re la tionsh ip  
that my behavior w i l l  not be perceived as a threat? — 
sensitive
9. Can I f ree  him from the threat o f external evaluation? —  
unselfishness
10. Can I meet th is  other Individual as a person who Is In 
process o f  becoming, or w i l l  I be bound by his past 
and by my past? — accepting o f  others ( 13- 17) .
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Here Rogers put his f ing er on crucial variab les  o f  the helper 
and resident consistency, genuineness, p o s it ive  regard, empathy, and 
the a b i l i t y  to communicate understanding.
Like Rogers, Jack Gibb (19&4) raised an important question: Is
help helpful? Unlike the previous researchers, he questions the Idea 
of help as always being h e lp fu l.  He considered personal needs as a 
major fac tor in determining whether or not one is h e lp fu l.  The need 
to con tro l, to make others happy, to be a be tte r  person, to punish, 
and the need to be perceived as competent may be v i ta l  factors  in the 
helping re la t io n s h ip .  Gibb offered several conditions that may maximize 
the helping process. They are:
1. Reciprocal t ru s t  (confidence, warmth, and 
acceptance)
2. Cooperative learning ( inq u iry , exp lora tion , and 
quest)
3. Mutual growth (becoming, a c tu a l iz in g ,  and f u l f i l l i n g )
4. Reciprocal openness (spontaneity, candor, and honesty)
5. Shared problem solving (de fin ing , producing, a l te rn a t iv e s ,  
and tes t ing )
6. Autonomy (freedom, interdependence, and equality )
7. Experimentation (play, innovation, and provational t ry )  ( l 4 l - 4 8 ) .
When people accept help from those they t ru s t ,  Gibb considered
that as mutual t ru s t .  When the re la tionsh ip  is one of acceptance and 
t ru s t ,  o f fe rs  o f help are appreciated and lis tened to. The helpee 
accepts help from one whose perceived motives are congenial to him. He 
tends to re jec t  o f fe rs  from people whose o ffe r in g  is seen as a guise fo r  
attempts to con tro l,  punish, correc t, or gain power. Help is most helpful
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when given in an atmosphere where people have reciprocal fee lings o f  
confidence, warmth, and acceptance. When one fee ls  that his worth as 
a person Is valued, he Is able to place himself In a psychological 
readiness to receive a id .
People help each other when they engage In a cooperative quest 
fo r learning. The learning atmosphere Is one of jo in t  Inquiry and 
exp loration . Need fo r help and Impulse to help a r is e  out of the demands 
of the common cooperative task. Help is thus reciprocal and the roles  
are often Interchangeable. Each p a r t ic ip a n t  Intends to learn and can 
do so from the established re la tionsh ip .
The most permanent and s ig n if ic a n t  help occurs In a re la tionsh ip  
In which both the helper and helpee are con tinua lly  growing, becoming, 
and seeking fu l f i l lm e n t .  Gibb also suggested that both mutually assess 
the progress o f  the helping environment, accept the r e a l i t y  o f growth 
and attempt to maximize that growth. In a fundamental sense one can 
only help himself, but the helper can p a r t ic ip a te  In the o ther 's  e f fo r t  
to create a clim ate In which growth can occur.
Gibb f e l t  that one of the essential conditions for e f fe c t iv e  
learning and helping Is the opportunity fo r  feedback. This feedback Is 
essential In acquiring Information and personal a t t i tu d e s .  In the areas 
where paraprofesslonal help Is most commonly sought or given, the process 
of learning and growth Is blocked most o ften  by the fa i lu r e  to obtain ade­
quate data on peoples' feelings and perceptions o f each o ther. In order  
to be an e f fe c t iv e  paraprofesslonal helper, one must be aware of o thers '  
feelings and perceptions.
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Helping re lationships p r im arily  focus upon mutual problem solving. 
This problem solving requires a jo in t  determination of the problem, 
continual re d e f in it io n  as new insights or data is gained, generation o f  
a lte rn a t iv e s ,  and testing  o f  the a lte rn a t iv e s  based upon the r e a l i t y  of  
the s itu a tio n  in which they find themselves.
The helping environment provides each person with some degree of  
interdependence, but both should view themselves as equals w ith in  the 
helping re la t io n s h ip .  I t  Is essential that each part ic ipan t preserve 
th e ir  freedom and maintain th e ir  autonomus resp o n s ib il ity  fo r guiding 
themselves toward personal learning, growth, and problem solving. The 
helper must work himself out of the job o f  helping. Psychological and 
physical weaning, however p a in fu l,  must be continued and sought fo r i f  
help is to be t ru ly  meaningful.
Innovative experimentation is c h a ra c te r is t ic  o f the most productive  
helping re la t io n s h ip .  There is a sense o f p lay, excitement, and fun in 
the common exploratory quest for new solutions to ever changing problems. 
Each jo in s  in the process and adds to the general excitement, but mistakes 
can be made and are often expected during the in te rac tion . This helping  
is a search, and finding crea tive  and r e a l is t i c  solutions to a l l  stages 
o f the problem is the major ob jec tive  o f the re la tionsh ip .
Egan (1975) concerned himself with a developmental model o f  helping  
and addressed the question o f providing a spec if ic  and concrete t ra in in g  
program to instruct paraprofesslonal and professionals In the a r t  of  
helping. He draws together three areas o f  thought to structure the 
developmental model o f helping: systematic s k i l ls  t ra in in g  systems,
social influence theory, and learning theory. His s k i l ls  approach to
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helping and his developmental model are based on the assumptions that  
(1) the helper Is a s k i l le d  person, one who himself Is l iv in g  e f fe c t iv e ly  
and c e r ta in ly  l iv in g  more e f fe c t iv e ly  In the areas o f  the c l ie n ts '  
( re s id en ts ')  problem, and (2) that through the counseling process the 
c l ie n t  learns the s k i l ls  needed to l iv e  more e f fe c t iv e ly .
The model consisted o f a pre-helping phase and three stages that  
require spec if ic  s k i l ls  and place certa in  demands on the helper as 
well as the resident. The model looks l ik e  th is ;
Pre-helping Phase: Attending and Listening
Stage I: The helper responds to the world o f  the c l ie n t
In order to help him explore himself
Stage 11 : The helper uses the s k i l ls  o f advance accurate
empathy, s e lf -d is c lo s u re ,  confrontation , and 
Immediacy to help the c l ie n t  see a more ob jec tive  
picture o f himself and re a l iz e  his need to change 
his behavior.
Stage I I I :  The helper ass ists  the c l ie n t  In choosing and
Implementing the kinds o f  action programs that  
lead to constructive behavioral goals. He 
supports the cl lent as the la t t e r  moves through 
the successes and fa i lu re s  o f  these action programs. (28)
On the surface, Egan's model looks simple, but as I t  Is examined 
more c lose ly , one can see the deta iled  behaviors that are used by both 
the helper and resident to make the process successful. In the pre-helping  
phase the helper must attend phys ica lly ,  emotionally, and psychologically  
to the resident. This attending e n ta i ls  l is ten ing  to verbal as well as 
nonverbal clues o f the resident and being "with" and read ily  a va ilab le  
to the resident as needed. The helper must be able to perceive what the  
helpee Is saying about his fee lings and behaviors.
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tn Stage I the helper continues to attend but also responds verba lly  
and nonverbally to the res ident's  statements and helps him to explore  
his behaviors. The helper uses s k i l ls  o f empathy, respect, genuineness, 
and concreteness as he attempts to help. On the otherhand, the resident 
w il l  gain In se lf -ex p lo ra tio n  o f his own behaviors and fee lings as well 
as grow to tru s t  the helper as the re la tionsh ip  continues. During th is  
stage, respect, t ru s t ,  and empathy grow as the helper and resident in te r ­
act and resident self-understanding or se lf -ex p lo ra tio n  continue to c la r i f y  
Important fee lings and behaviors that may be associated with the problem 
or problem areas.
Egan suggested that the helper brings a l l  the s k i l ls  o f  Stage I Into 
Stage I I  o f the helping process along with the new s k i l ls  o f s e lf -d is c lo s u re .  
Immediacy, confrontation, and a lte rn a t iv e  frames o f reference. This 
building o f  s k i l ls  enables the helper to constantly be accessable to the 
needs of the residence as well as his own needs w ithin the re la t io n s h ip .
The resident also gains the s k i l ls  of non-defensiveness, l is te n in g ,  and 
dynamic understanding. In th is  stage the major focus is for the resident 
to see more and more c le a r ly  the need fo r action with the assistance o f  
the helper, whose major resp o n s ib il ity  Is to use his s k i l ls  to Influence  
the res ident's  perceptions o f  himself and his environment.
In the las t  stage the helper gains two additional s k i l l s ,  support 
and elaboration o f  action programs. Support o f  the resident as he acts  
on problems successfully or not can re inforce the res ident's  successes 
and aid him through new problems that may a r is e  from that ac tion . The 
elaboration o f action programs Involves providing the resident w ith new
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Insights to decision making processes, problem solving techniques, or 
t ra in in g  needed to ass ist the resident In ac ting . The resident In th is  
f in a l  stage learns cooperation In the planning o f  personal s tra tegy,  
how to take r isks , and most Important how to  " a c t ."  Throughout the 
three stages, the resident can come to grips with himself, know the 
problem, l is te n ,  and be non-defensive, but without "action" the e n t ire  
process has been v i r tu a l ly  useless.
Egan suggested that In order to use his or any developmental model, 
the a b i l i t y  to pull together the spec if ic  s k i l ls  Into an Integrated unit  
Is very Important. There are three factors that assist the helper and 
the resident to achieve th is  in tegration:
1. Extended practice In the individual s k i l ls
2. Modeling o f extended counseling sessions by h igh-leve l  
helpers
3. Supervised practice with extended t ra in in g  sessions.
The a b i l i t y  to communicate well or a t  least a t  a minimum level o f
effectiveness must be possessed In order to be an e f fe c t iv e  person as 
well as an e f fe c t iv e  paraprofesslonal helper. Along with the a b i l i t y  
to communicate w e ll ,  what a person believes w i l l  also have an e f fe c t  
on how he w i l l  re la te  to others as well as him self. A personal b e l ie f  
system focused d ire c t ly  on one's s e l f ,  others, and the a f f i n i t y  between 
the two Is a crucial factor when helping Is Involved.
A personal human b e l ie f  system Is nothing more than what you 
believe about yourself and others as well as how those b e l ie fs  a f fe c t
your In teractions with them. Combs 096 8 )  focus his a t te n t io n  on what
he c a l ls  "human b e l ie fs "  and how those b e l ie fs  d istingu ish good teachers
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from poor ones. Even though he talked s p e c if ic a l ly  about teachers, what 
he suggested can be applied to paraprofesslonal helpers, who are teachers 
In th e i r  own ways. He suggested that the good helper Is not good because 
of his knowledge or becasue o f his methods, but what does d is tingu ish  the 
good ones from the poor ones Is the question o f  human b e l ie fs .  He proposes 
f iv e  personal b e l ie fs  that a f fe c t  one's a b i l i t y  to In teract and be under­
stood by others. Each must be looked a t separately to understand why I t  
Is  Important to paraprofesslonals' a b i l i t y  to function e f fe c t iv e ly .
1. WHAT DO YOU BELIEVE IS IMPORTANT? What one believes Is Important 
can a f fe c t  how you act as well as how others w i l l  act towards you. I f  you 
as a helper feel that the helpee as a human being Is Important and you 
attempt to understand from his point o f  view, the chances are very good 
that y o u 'l l  be successful In the helping process. To be sen s it ive  and 
emphathlc Is a key ch a ra c te r is t ic  fo r  successful helping. I t  Is understood 
that people have problems, des ire , l ike s  and d is l ik e s ,  but they are only  
secondary to the person himself. Good teachers are concerned about 
people and not conduct, grades or other th ings.
2. WHAT DO YOU BELIEVE PEOPLE ARE LIKE? What you be lieve  about 
people w i l l  a f fe c t  how you re la te  to them and they to you. Good helpers  
believe and view people as being able and responsible enough to solve 
th e ir  own problems. These people, the helpees, are 'enough' In and o f  
themselves. A ll that we as helpers can do Is to provide a non-threatening  
environment where a lte rn a t iv e s  can be Investigated and the helpee can 
solve his own problem. Be trustworthy and responsible, not d ec e it fu l
and capricious.
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3. WHAT DO YOU BELIEVE ABOUT YOURSELF? How one perceives himself 
is important, and the more s e lf -a c tu a liz e d  a person, the more p o s it ive  he 
thinks of himself. In essence, I am 'enough' because I have confidence, 
assurance and s e lf  acceptance. I f  I can accept myself as I am, then I 
can accept others as they a re .  A good helper shares and opens himself 
but the poor helper hides and conceals. Be open and sharing, not closed 
and masked.
4. WHAT DO YOU BELIEVE ARE YOUR PURPOSES? Your purpose should be
to a id , ass ist and promote personal growth because you can 't  solve another 
person's problem. I f  you can help them understand, cope, make decisions 
and act on those decisions, then and only then are your purposes u n re s tr ic t iv e  
and free ing . What you believe your purpose to be w i l l  determine to a 
great degree how you act and re la te  towards others. Be open and free in g ,  
not con tro lling  or r e s t r ic t iv e .
5. WHAT DO YOU BELIEVE ABOUT THE METHODS YOU USE? I t  makes no 
d iffe rence  what method you use because d i f fe re n t  methods get d i f fe re n t  
results  when used by d i f fe re n t  people. Use the method that f i t s  you 
and that you are comfortable in using. Others can t e l l  i f  you are not
at ease or honest I f  you use a method or s ty le  that you are uncomfortable 
w ith . Be genuine, not dishonest.
Combs emphasized a number o f variab les that were discussed previously:  
t ru s t ,  genuiness, free ing , openness, re s p o n s ib il i ty ,  and sharing. He 
attempted to take a d i f fe re n t  approach to the helping profession by focusing 
on these f iv e  be lie fs  that a f fe c t  the good helper.
At th is  point the ch a rac te r is t ics  o f helping and helping re la tionsh ips  
have been discussed. There are obvious s im i la r i t ie s  and d ifferences in
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what the various researchers (Carkhuff, 1969 a s b; Avila  e t  a i . ,  1971; 
Rogers, 1951; Glbb, 1964; Egan, 1975} considered to be Important variables  
In helping and helping re la tionsh ips . Some o f  the s im ila r  c h a ra c te r is t ics  
are: genuineness, t ru s t ,  openness, respect, and communication s k i l ls
( l is te n in g ,  attending, and responding). There were also c h a ra c te r is t ics  
on which the researchers d if fe re d  to some degree. Those ch a ra c te r is t ics  
were openmlnded, ac tion , s e n s it iv i ty ,  experimentation, cooperative  
learning, and mutual growth.
These ch a rac te r is t ics  are by no means complete or a l l  encompassing 
as w i l l  be seen as Chapter I I  continues. The t ra in in g  o f  professional 
helpers Involves a great deal o f  time, e f f o r t ,  and commitment. Many of  
the above charac te r is t ics  have been Included In t ra in in g  programs as 
well as others not mentioned previously.
PROFESSIONAL TRAINING PROGRAMS
One of the things that we know from extensive research 
Is that a l l  human re la tionsh ips  may have constructive  
or d e te r io ra t iv e  e f fe c ts .  Every time a helper, a parent, 
a teacher, a counselor or an employer Intervenes In the 
l i f e  o f a helpee, a c h i ld ,  a student, a counselee or an 
employee, the consequences may be fo r  the b e tte r  or they 
may be for worse (Carkhuff, 1977, 70 ) .
I t  Is the resp o n s ib il i ty  and ob ligation  of paraprofesslonal helpers 
to fos te r  the constructive e f fe c ts  and resu lts  o f th e ir  helping r e la t io n ­
ships. This re s p o n s ib il i ty  also extends to a ly  and paraprofesslonals  
as well and w i l l  be discussed la te r  In the chapter. In order to have 
constructive e f fe c ts  w ith in  a helping re la t io n s h ip ,  the helper must 
acquire the s k i l ls  necessary to enhance that success. Some type of  
formal preparation or spec if ic  s k i l ls  t ra in in g  Is one o f the best methods 
to ensure th is  end.
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Carkhuff (19771 stated that "Teaching Is the preferred mode o f  
helping people to help themselves . . . the most e f f i c ie n t  way o f  
helping people to help themselves . . • and the most e f fe c t iv e  way 
o f helping people to help themselves" (7 2 ) .  Therefore I f  one accepts 
th is  observation, the need fo r some sp ec if ic  teaching or t ra in in g  Is 
v i ta l  to the helping process. He also o ffe red  several p r inc ip les  to 
e f fe c t iv e  teaching. In th is  context, teaching and helping are synony­
mous and those p r inc ip les  to e f fe c t iv e  teaching/helping are:
1. A ll e f fe c t iv e  teaching begins w ith an e f fe c t iv e  person 
(Berenson, 1975)
2. A ll e f fe c t iv e  teaching responds to the learner 's  
frame of reference
3. A ll  e f fe c t iv e  teaching develops a s k i l ls  based 
content
4. A ll e f fe c t iv e  teaching Is based upon assessments
of the learner 's  level of functioning on the s k l l l s -  
based content
5. A ll e f fe c t iv e  teaching is organized and delivered  
In atom istic  steps
6. A ll e f fe c t iv e  teaching reinforces app lication  o f  
ski 11s
A specif ic  t ra in in g  program that Included a v a r ie ty  o f  helping 
s k i l ls  was proposed by Tammlnen, et a l . ,  (1976). They stated "We believe  
that there are ways to help ordinary teachers develop communication s k i l ls  
and the motivation to be more e f fe c t iv e  advisors and teachers" (39 ).
As teachers and counselors, they suggested that preparation in spec if ic  
re lationships w i l l  enable them not only to be humane and e f fe c t iv e  but 
to a c tu a lly  enable them to use these s k i l ls  day In and day out In a l l  
th e ir  in teractions.
They proposed a tra in in g  model that consists o f  three major s k i l l  
learning and experimentally based packages: re la tionsh ip  bu ild ing ,
assertion, and group f a c i l i t a t i o n .  The f i r s t  learning package, r e la t io n ­
ship build ing , consists o f three sub parts: micro-counseling (Ivey 1971),
empathy tra in in g  (Carkhuff 19&9 a 6 b ), and Interpersonal Process Recall 
(Kagan 1972). The micro-counseling t ra in in g  session is approximately 
eight hours long and allows the part ic ipan ts  to u t i l i z e  videotapes fo r  
the purpose of monitoring and gaining feedback from one another. They 
modified Ivey's  procedures, in that they adapted them to a group setting  
rather than to the Individual tra in in g  environment. The part ic ipan ts  
attempt to c la r i f y  and re f le c t  th e ir  own fee lings as well as the fee lings  
of others. Early and c lear  id e n t if ic a t io n  o f nonverbal behaviors that  
enhance re la tionsh ip  building s k i l ls  is also a primary goal in th is  
package stage.
The empathy tra in in g  is based on the work o f  Carkhuff and was also  
modified so that the part ic ipants  would ro le  play helping students.
During the ro le  playing, the other part ic ip an ts  could rate  the responses 
by using a f iv e  level empathy scale. A fte r  the ro le  playing session, 
the p art ic ipan ts  were encouraged to present problems of colleagues and 
eventually problems o f th e ir  own. This part involves from ten to f i f te e n  
hours o f t ra in in g .
Kagan (1972) used a videotape feedback tra in in g  method for ass isting  
the counselor tra in e e  to better understand the p art ic ipan ts  in teraction  
by recognizing the impact each has on the o ther. The part ic ip an ts  observe 
an actual advisor-advisor interview as i t  is being videotaped. A fte r
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about f i f te e n  minutes the advisor Is replaced by a tra ined leader, who 
continues the In terv iew  fo r  an additional ten minutes in order to focus 
on fee ling s  and dialogue which is also being videotaped as well as observed 
b-Y the other p a rt ic ip a n ts .  A fte r  th is  in terv iew  is completed, the video­
tape Is played and a discussion takes place w ith  new Insights and suggestions 
fo r  Improvement are shared. The advisor then resumes the interview  fo r  
another f iv e  or ten minutes enabling the p a rt ic ip a n ts  to p ractice  a l l  the 
s k i l l s  and suggestions received up to th is  po in t.  This session takes 
from eight to ten hours.
The second learning s k i l l ,  assertion or assertiveness t ra in in g ,  
follows the re la tionsh ip  building package. This t ra in in g  involves lea rn ­
ing to express, verba lly  and behavioral 1y, pos it ive  or negative fee lings  
through ro le  playing s ituations and is based to a great extent on the 
work o f Vblpe (1961 6 1969). A ll p a rt ic ip a n ts  are given an overview  
of the nature of assertion , nonassertion, and aggression. Next they pa ir  
up in order to id e n t i fy ,  discuss, and f in a l l y  ro le  play s itua tions  in 
which they have d i f f i c u l t y  expressing th e i r  fee ling s  or to assert them­
selves without becoming aggressive. As d i f fe r e n t  pairs ro le  play given 
s itu a tions , the others judge and rate th e ir  responses. A fte r  the dyads 
complete the ro le  playing, a discussion takes place based upon the group 
evaluation of the nature o f the responses: ass ert ive ,  nonassertive, or
aggressive. Then the various types o f  in teractions are rehearsed u n t i l  
they are judged as adequately assertive  by the observers. Eight to ten 
hours should be allowed for th is  t ra in in g  session.
Group f a c i l i t a t i o n ,  the f in a l  learning s k i l l ,  applies the previous 
learning s k i l ls  to the group setting because teachers and counselors
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at some time w i l l  work In a group settfng rather than In individual 
counseling sett ings . This group f a c i l i t a t i o n  takes the form o f  a 
structured group experience In which maximum in teraction  Is requested 
of each member. The session Is videotaped and la te r  replayed In order 
to observe various stages o f  group development, ro les, and group dynamics. 
A fte r  the I n i t i a l  group experience, led by the group leader Is completed, 
each p a r t ic ip a n t  takes a turn In leading a mlnl-group In a structured  
experience o f her own choosing. Again these sessions are debriefed  
and discussed with the use o f videotape and/or d ire c t  observations.
This part of the tra in in g  takes from eight to ten hours.
Tammlnen, et a l . .  Indicated that th e ir  p a r t ic u la r  t ra in in g  model 
has not been systematically  tested for e ffectiveness, but each o f the 
f iv e  tra in in g  packages w ith in  the model has been developed and tested  
by others. Evidence o f  th e ir  e ffectiveness Is provided In the l i t e r a ­
tu re .
When teachers develop confidence In th e ir  a b i l i t y  to use 
communication s k i l ls  such as l is ten in g  and responding empathl- 
c a l ly  and asserting themselves calmly and con fidently , they 
become more motivated to use these s k i l l s .  In add it ion , these 
e f fo r ts  are usually strongly reinforced by pos itive  student 
reactions. Further, as they learn to use these s k i l ls  In the 
context o f structured experience, and as the students show In te res t  
In p a r t ic ip a t in g ,  the teachers develop more enthusiasm and a deeper 
commitment to the program ( 4 l ) .
Carkhuff and Banks (1970) also concentrated on specif ic  types o f  
t ra in in g  as did Tammlnen et a l .  They suggested that
"The p r in c ip le  of tra in in g  Is that the best t ra in in g  
Is one which tra in s  on the dimensions which have been 
re lated  to the outcome which we wish to Influence.
The p r in c ip le  o f selection Is that the best Index o f fu ture  
c r i t e r i a  Is a previous Index o f that c r i t e r i a ,  that Is ,  
the best Index o f  fu ture  functioning In the helping ro le
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w tl l  be an Index o f  present functioning In the helping 
ro le” (444).
The main reason fo r  the tra in in g  was to help In the adjustment o f
Black school children In newly Integrated ju n io r  high schools. They
wanted f i r s t  to select candidates (people) who were functioning a t  the
highest levels In the helping ro le ,  and secondly to t ra in  them to function
s t i l l  more e f fe c t iv e ly  In the helping ro le .
The type o f s k i l ls  that were taught Included: empathy, respect,
concreteness, genuiness, confrontation, and Immediacy. The tra in in g
took more than f iv e  weeks and 150 hours o f  class time. A ll o f  the
spec ia lis ts  successfully functioned above the minimally e f fe c t iv e  leve ls
In each of the six s k i l l  areas. They showed that spec if ic  s k i l ls  can
be Improved and taught e f fe c t iv e ly .
Other researchers, Pyle and Snyder (1971) maintain that students
can be used as e f fe c t iv e  paraprofesslonal counselors. They conslded
that the student counselor, by being In close proximity with the people
who request help, has the opportunity to be tte r  reduce anxiety and
stress. Even though there have been amny types o f  t ra in in g  programs
for lay and paraprofesslonal counselors and helpers, the dimensions of
the counselors' a b i l i t y  to communicate empathy, warmth, respect,
genuiness, concreteness, and se lf-d isc losu re  have led them to the
following conclusions:
I .  The l i t e r a tu r e  Increasingly supports the hypothesis 
that lay persons (e .g . college sophmores) can promote 
c l ie n t  change over re la t iv e ly  short periods o f time.
Both c a re fu l ly  screened college undergraduates and 
unselected volunteers fromthe community a t  large 
have demonstrated a capacity to learn to promote 
more helpful behavior on the part o f c l ie n ts  as the
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resu lt o f  t ra in in g  In length from 20 hours to over 
one year. (Berenson, Carkhuff, 6 Myrus, 1966;
Martin & Carkhuff, 1968; Rlessman, 1965).
2. Studies Indicate that lay persons, more than pro­
fessional cou n se lo rs - In -tra In in g , are amenable to  
the shaping o f  th e i r  behavior toward greater tra in ee  
growth and toward causing counselee growth or change 
(Carkhuff, 1968}. Both tra inees and c l ie n ts  demon­
strated measureable personality  growth when engaged 
In an ac tlon-orlen ted  program where individuals  
learn how to do something about problems, th e ir  own 
as well as others ' (Carkhuff, 1969) (2 6 0 ) .
Predecessors to Pyle and Syndcr, Carkhuff and G r i f f in ,  also found 
that persons can be tra ined as human re la tions  s p e c ia lis ts .  Carkhuff 
and G r i f f in  (1968) selected and tra ined fourteen people as sp e c ia lis ts  
In human re la t io n s  fo r  a year long project a t  seven S p rin g fie ld , Massa­
chusetts ju n io r  high schools. They indicated a re la tionsh ip  between the 
level o f  basic counselor-responsive (empathy, respect, concreteness) 
and co u n se lo r- in it ia ted  (genuineness, confrontation . Immediacy), dimensions 
and a va r ie ty  o f indexes of counselee process movement (s e l f -e x p lo ra t io n ,  
self-experiencing of re levant problems) and outcome (self-understanding,  
constructive action) coverages upon the problems o f  selection and t r a in ­
ing. I t  makes good sense to select prospective sp ec ia lis ts  on the basis 
of th e ir  level o f functioning, on those dimensions re lated  to the con­
s tru c t ive  change or gain o f the student with whom they would be working.
I t  also makes sense to t ra in  the spec ia lis ts  In those dimensions re lated  
to constructive change or gain to the student.
There are two additional studies that provide useful Insights into  
spec if ic  s k i l ls  tra in in g  fo r  professional helpers; Carkhuff, P ierce, 
and Cannon (1977) and Tammlnen and Smaby (1978). Both are three-stage
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or phase models that focus on the helping process, one concentrates  
on the Ind iv idual;  whereas the other focuses on group counseling.
Carkhuff, P ierce, and Cannon 0 9 7 7 )  o ffe red  a developmental model 
s im ila r  to Egan's, 0 97 51 . They defined helping as “a process leading  
to new behaviors fo r the person being helped." The model Is divided  
Into three phases: Cl) exploring, where the person Is In re la t io n  to
her world and the people In I t ,  (2) understanding, where the person is 
In re la t io n  to where she wants to be, and (3) ac ting , to get from where 
we are to where we want to be.
Each o f  the three phases Is sub-dlvlded Into related s k i l l s .  The 
authors suggested that there Is a pre-condition to any helping r e la t io n ­
ship and I t  Is a ttending. Attending phys ica lly ,  observing, and l is ten in g  
Involves the helper and helpee In the helping process, but no learning  
may take place. The s k i l ls  o f responding and exploring are re lated  to  
the f i r s t  phase. The helper responds as accurately as possible to the 
fee lings and content o f  the res ident's  behaviors and verbal expressions. 
In turn the resident Is able to explore her own needs, behaviors, and 
verbal expressions to enable her to understand more c le a r ly .
In the second phase, the helper personalizes meanings, problems, 
fee ling s , and goals so greater personal understanding can be f a c i l i t a t e d  
by the resident. The resident during th is  phase Increases her personal 
understanding o f  where she Is and where she would l ik e  to be. I t  Is 
suggested that th is  phase becomes essential to in teraction  between the 
exploring and action phases. The th ird  phase, action , combines the 
s k i l ls  o f In i t ia t in g  and acting to complete the developmental model
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of helping. In i t ia t in g  Is the a r t  or process o f helping. In i t ia t in g  
Is the a r t  or process o f helping the other person to have the opportunity  
fo r  feedback and for taking steps to resolve her problems or achieve 
her goals. This In i t ia t in g  by the helper allows the resident to make 
a commitment to a c t .  During th is  f in a l  phase, the resident must make a 
conscious e f fo r t  to "act" based on a l l  the exploring, understanding, and 
awareness gained throughout the e n t ire  helping process.
Tammlnen and Smaby 0 9 7 8 )  focused th e ir  a tten tio n  on group counseling, 
but th e ir  approach Is applicable to the non-group setting as w e ll .
We s p e c if ic a l ly  s tructure the group as a mutual 
helping group and then t ra in  them prec ise ly  In the s k i l ls  
of helping. In the process of learning and practic ing these 
s k i l ls ,  each member o f the group Is both helper and helpee, 
and both o f these functions enhance his or her development 
and problem-solving s k i l l s .  As our group members become 
s k i l le d  helpers, they teach th e ir  counselors to help 
each other (501).
Their helping model Is based on two assumptions: (1) that ordinary
people w ith  problems can, with good t ra in in g ,  learn to be e f fe c t iv e  
helpers at the same time they are being helped, and (2) that In p ra c t ic ­
ing the a r t  of helping they are being helped with th e ir  own personal 
development.
Their t ra in in g  program follows the three stage model o f exp lora tion ,  
understanding, and action , (Carkhuff & Berenson, 1977) but I t  Is applied  
to the group se tt ing . The tra in in g  was broken Into three major phases 
corresponding to the three stages of Carkhuff and Berensen.
Stage I: Exploration. The group practices the helper behaviors
o f l is te n in g ,  attending, responding em pathlcally , and s e lf -d is c lo s u re .
These s k i l ls  are taught In two 10-hour modules: microcounselIng and
empathy tra in in g .
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During the t ra in in g ,  the instructor consistently  
models the behaviors to be learned. Each tra inee  leader 
takes turns at being the helping leader for the group, 
not ju s t  fo r some other person. Usually th is  involves 
a member presenting and discussing a problem with the 
group, f a c i l i t a te d  by the tra in ee  leader (502).
Stage I I :  Understanding. A 15-hour module, consists o f helper
behavior modeling: concreteness, spec if ic  language, immediacy, and
caring confrontation.
During th is  stage, group members* perspectives 
about problems and solutions are c la r i f i e d  and 
dealt w ith . Thus, a l l  group members take responsi­
b i l i t y  for helping each member confront his or her 
problem. Instead of a dialogue between two persons, 
there is caring confrontation among a l l  group members (502).
Stage I I I :  Action. The he lper 's  behaviors o f  problem c la r i f i c a t io n ,
goal se tt in g , getting commitment, generating and selecting s tra te g ie s ,
iden tify ing  re in fo rcers , negotiating and montioring plans, and assessing
outcomes are the s k i l ls  that are taught In th is  15-hour behavioral-
counseling module. This stage involves using problem-solving steps by
a l l  group members for a spec if ic  problem o f a group member or a common
concern o f  the whole group.
Tammlnen and Smaby concluded,
. . .  i f  counselors possess adequate helping s k i l ls  
fo r individual counseling, they can learn to use them 
in groups through th is  type o f tra in in g  program. . . 
f in a l l y ,  we believe that as group members learn these 
s k i l l s ,  in the process o f helping each other they w i l l  
often transfer them into th e ir  own interpersonal l ives  
and help others learn them (505).
As seen in th is  section, there have been many contrasting examples 
of professional t ra in in g  programs. A ll o f  the studies have two common 
components: (1) the time used for tra in in g  varied from 28-hours to 1
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year, and (2) a l l  attempted to Instruct sp ec if ic  s k i l ls  re la ted  to 
e f fe c t iv e  helping. The major va r ia t io n  o f these studies Is that  
some were directed towards an Individual t ra in in g  approach and others  
were directed towards a group tra in in g  method. Regardless o f  th is  
d iffe ren c e , a l l  the studies attempted to t ra in  people to help In a 
professional way. Teachers, students, counselors, and lay persons were 
tra ined to become more e f fe c t iv e  helpers.
TRAINING PROGRAMS FOR RESIDENT ADVISORS
The Importance of t ra in in g  as the preferred mode of treatment 
CCarkhuff & Berenson, 19771 has been emphasized by Carkhuff (1977).
He makes several assumptions In considering th is  form of treatm ent. They 
are:
1. Human beings are inherently ne ither good or bad
2. The only way to re a l ly  teach people how to grow, how to be 
e f fe c t iv e ,  how to be constructive, or how to be good. Is 
through s k i l ls  development
3. The most e f f ic ie n t  and e f fe c t iv e  means fo r  teaching people 
how to develop th e ir  resources Is through tra in in g .
i t  was his Intention to turn the tra inees Into exp lo ra tive , under­
standing actors who can make use o f a l l  th e ir  experience In order to 
learn and grow. The method he used to bring the tra inees to th is  end 
was through tra in in g  In s k i l ls  which build human resources.
During the past several years there has been a trend In college  
and un ivers ity  residence ha lls  towards tra in in g  programs designed speci­
f i c a l l y  fo r residence hall s ta f f  members, p r im arily  RA‘ s. Seminars,
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re tre a ts ,  classes, and workshops have a l l  been used to t ra in  and Instruct  
RA‘ s In order to  Improve th e ir  Interpersonal as well as th e i r  helping 
s k i l ls .  The types o f t ra in in g  methodology and spec if ic  t ra in in g  programs 
have varied as g rea t ly  as the goals and ob jectives  of each housing 
operation. RA tra in in g  programs have concentrated on the In d iv id u a l,  
group, assertiveness, communication s k i l l s ,  and c r is is  In te rvention , to 
name a few.
Karla Schroeder et a l . ,  0973) Investigated the concept o f spec if ic  
and systematic t ra in in g  fo r  resident ass is tan ts . They concur with Pyle 
S Snyder (1971), that the resident ass is tant can be p a r t ic u la r ly  useful 
In c r is is  s ituations because he Is fa m il ia r  with the students and Is 
e as ily  sought out by them. Realizing that there are few well designed 
t ra in in g  programs fo r  RA's, Schroeder, et a l . ,  based th e ir  tra in in g  pro­
gram a f te r  the systematic human re la tions  tra in in g  approach o f  Carkhuff 
(1969 a 6 b; 1971) which has been well documented for both lay and pro­
fessional counselors. Carkhuff (1971) suggested that th is  approach 
Included d idactic  and experimental tra in in g  In:
. . . responsive conditions (responding to another 
person's experience) such as empathie understanding, respect, 
and sp e c if Ic ty  o f  expression: and I n i t i a t i v e  dimensions
( In i t ia t in g  from one's own experiences) such as genuineness, 
confrontation, and In te rp re ta tions  o f  Immediacy. . . .  In 
systematic human re la tions  tra in in g  a tra in e e  Is taken, one 
step at a time, from the simplest form of responsiveness 
to the most complex communications Involving both responsive 
and I n i t i a t i v e  behavior. The basic p r in c ip les  Involve 
systematically  exposing the tra inee  to a l te rn a te  modes o f  
t ra in in g .  The process Is goal d irected and action o rien ted .
I t  provides a w o rk e r  lented structure w ith in  which c rea tive  
and spontaneous human process can take place. Perhaps most 
Important, I t  emphasizes p ractice  In the behavior which we 
wish to e f fe c t ,  thus leaving the tra lnee-helpee with tang ib le  
and useful s k i l ls  which are retained following t ra in in g .
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F in a l ly ,  i t  o f fe rs  a b u i l t - in  means fo r  assessing the
effectiveness of the program (65 ).
The major hypothesis of the study was that systematic human 
re la t io n s  tra in in g  would resu lt  In s ig n i f ic a n t ly  higher levels  of  
communicated helpfulness fo r a group o f  resident ass is tants . Due to 
the systematic nature of the tra in in g ,  the sub jec ts /tra in e es ' Improve­
ment can be o b je c t iv e ly  assessed at the end o f  each tra in in g  session 
as well as provide feedback to the t ra in e rs  on the e f f ic ie n c y  o f  th e ir  
t ra in in g  e f fo r ts .  The tra in in g  program consisted o f nine two-hour 
sessions that followed the basic format o f Carkhuff (1971) as described 
above.
There were a to ta l  o f 12 subjects, seven females and f iv e  males, 
who were a l l  resident assistants In an on-campus hall a t  Southern I l l i n o is  
Univers ity  and were enrolled In the tw o-cred it undergraduate seminar In 
E ffec tive  Helping. A control group consisted o f six females and four 
males, who were also RA's from the same residence hall operation as the 
other twelve. The subjects In the control group responded only to the  
pre-and post t ra in in g  statements. They received no t ra in in g .
One week before the tra in in g  started and one week a f te r  the t ra in in g ,  
the subjects taped a 15-mlnute Interview with a resident o f  th e ir  choice. 
This was the Taped Helpfulness measure. There was also a W ritten Help­
fulness Measure that subjects responded to a t  the beginning o f the f i r s t  
session, at the end o f  each succeeding session, and f in a l l y  at the end 
of the t ra in in g .  This measure took the form of w rit ten  responses to 
three taped "resident stimulus statements" that re f lec ted  typ ical problems 
of college students.
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Both o f these measures were rated by two experienced ra te rs  w ith  
an in te rra te r  r e l i a b i l i t y  o f  .94. The ratings were made on the t ra in e e 's  
overa ll level o f Interpersonal functioning, a composite assessment o f  
the dimensions of accurate empathy, pos it ive  regard, genuiness, concrete­
ness, immediacy, s ig n if ic a n t  other reference, and confrontation.
The results o f the tra in in g  and the control group concluded that  
the pretest-posttes t d ifferences were s ig n if ic a n t  fo r  both measures fo r  
the tra in in g  group and showed no changes for the control group, although 
the control group had scores equal to the te s t  group. The authors stated:
The results  indicated that systematic human re la t ions  
t ra in ing  fo r  resident assistants has a s ig n if ic a n t  pos it ive  
e ffe c t  on th e ir  helping s k i l ls .  This is evident by the 
performance o f the resident assistants on both the w r it te n  
and taped data. Therefore, i t  can be assumed that even a 
short t ra in in g  program can resu lt  in s ign flean t increases in 
levels  o f helping s k i l ls  fo r the resident assistants (316).
The RA as a paraprofesslonal helper w ith in  the residence hall  
setting  has been the focus of establish ing a personalized environment 
for many students in college and especia lly  those l iv in g  on campus.
Newton (1974) in i t ia te d  a 12-hour t ra in in g  program to increase spec if ic  
communication s k i l ls :  empathie and self-understanding, respect, and
accurate communication. Newton stated "The resp o n s ib il i ty  for f a c i l i ­
ta t in g  a humanized environment in residence ha lls  has been predominantly 
placed with students working In a paraprofesslonal ro le . The effectiveness  
of the student paraprofesslonal . . .  in the above role depends upon how 
well they are tra ined to work in a helping re la tionsh ip"  (336).
Previous research (Archer, 1971; Berenson, Carkhuff, 6 Myrus, 1966; 
Dendy, 1971; Moates, 1971; and Wyrîc, & M itc h e l l ,  1971) has indicated
37
that paraprofesslonals in the residence hall setting  can be tra ined to  
function at a more f a c i l i t â t ive level on helping dimensions including  
warmth, empathy, genuineness, and concreteness.
In Newton (1974) t ra in in g  sessions, a videotape of simulated 
residence hall s itua tions  and perso na lit ies  was developed to depict 
various problems and possible circumstances that the RA might encounter 
in the h a l l .  The objectives and spec if ic  procedures for each o f  the s ix  
2-hour tra in in g  sessions were as follows:
Sessions one and two. The objectives were to Increase 
the personnel ass is ta n t 's  awareness o f  h im self, to gain in 
self-understanding, and to Increase the genuineness and 
congruency o f  his internal fee ling  to his expressed communi­
cation . For the tra in in g  procedures a communication microlab  
using exercises fo r  awareness, t ru s t ,  se lf -d isc lo su re ,  
l is te n in g ,  a ttending, nonverbal expression, and feedback 
was employed.
Sessions three and four. The objectives were to develop 
the tra in e e 's  responsiveness to others and practice the 
communication of empathie understanding and respect. The 
t ra in in g  procedure, which included videotape vignettes  
depicting a resident communicating a residence hall s itu a tio n  
to the PA, served as a stimulus by p ractic ing  understanding 
and respect responses by the tra inees .
Session f iv e .  The objective  was to Increase the tra in e e 's  
capacity to communicate In spec if ic  terms relevant to the 
s itu a tion  encountered. For the tra in in g  procedure videotape 
vignettes were used to In i t i a t e  ro le  playing using the same 
procedure as sessions three and four, with the feedback given 
Indicating the tra in e e 's  level o f functioning communicative 
accuracy.
Session s ix .  The objectives were to make self-assessment 
and gain feedback on each individual t ra in e e 's  communication 
s k i l ls  in the areas of empathie understanding, respect, and 
communicative accuracy. The tra in in g  Involved feedback pro­
cedures In which the tra inees performed 10-minute ro le  plays 
of resIdent-personnel assistant In teractions (P. 367- 8 ) .
Newton's findings Indicated that the treatment group had s ig n i f ic a n t ly
greater means as adjusted by the analysis o f covariance on empathie under-
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standing, respect, and communicative accuracy. The evidence from th is  
study supports the conclusions drawn from previously c ited  research, 
that Interpersonal communication s k i l ls  can be developed with para­
professlonal residence hall s ta f f  members. The use o f  videotape vignettes  
and simulated s ituations encountered by PA's or RA's can be successfully  
used In t ra in in g  programs fo r paraprofesslonal helpers.
The t ra d it io n a l  type of tra in in g  may not be the only useful method 
to t ra in  RA's. Schroeder (1976) conducted an exp erien tia l  t ra in in g  pro­
gram emphasizing challenge-response theory. I t  was conducted In a 
remote forest area In an attempt to aid resident assistants to fu r th e r  
develop social modeling competencies and to Increase th e i r  understanding 
and app lication  o f group process s k i l ls .
The purpose o f the program was to f a c i l i t a t e  Individual behavioral 
development and team or group behavioral development by Impelling the 
resident assistants Into a series o f challenging Individual and group 
experiences that demand more of them than they would demand of themselves.
Sanford (196?) provided the conceptual basis for the tra in in g  
program. I t  was the chal1enge-response theory o f  personality  development 
and I t  bas ica lly  stated tha t:
. . .  In order to grow toward psychological m atu rity ,  
an Individual must be confronted with strong challenges 
requiring the development o f new adaptive processes and 
coping behaviors. I f  the challenge Is too overwhelming, 
the Individual may re trea t  or deny I t  unless he receives  
adequate support, usually from his peer group, to meet 
the challenge (36 ).
Schroeder designed the tra in in g  program to focus on two types 
of objectives: 1) personal growth and 2) group process. The personal
growth objectives contain the concepts o f self-esteem, self-awareness.
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s e lf -a s s e r t io n ,  and acceptance o f  o thers . The group process objectives  
were intimacy, cohesiveness, m utuality , cooperation, and group in te r ­
action process.
A to ta l o f 21 men, 17 undergraduate and h graduate RA's, part ic ipa ted  
in the 6 day outdoor adventure tra in in g  program. They were divided into  
four groups representive o f th e i r  natural residence hall work groups.
There were several challenging and demanding a c t iv i t i e s  tha t  attempted to 
accomplish the ob jectives . Some of the personal growth objectives con­
sisted o f  the following a c t i v i t i e s :  rock climbing, rappe ll ing , survival
s k i l l s ,  physical t ra in in g ,  a seven m ile run, and a 12-hour m in i-solo  
overnight experience. Some o f  the group development objectives included 
a c t iv i t i e s  l ik e  i n i t i a t i v e  te s ts ,  planning service pro jects , meal planning 
and preparation, a group expedition, and team competition.
In each o f the above a c t i v i t i e s ,  the tra in in g  format incorporated  
one or more o f  the following elements:
1. Small group process. Individual and group Id e n t ity  
are eas ily  achieved by s tr iv in g  and working together  
with the a c t iv i t i e s  a t hand. Superordinate goals 
bring diverse groups together
2. Responsibility  fo r learning is on the learner, instruc­
tiona l s ta f f  serve as guides to demonstrate a c t iv i t i e s  
and insure safe ty . But learning comes through the per­
formance or nonperformance o f  the RA
3. Immediate app lication  o f s k i l l s .  Only those s k i l ls  
or knowledge needed to carry out an a c t iv i t y  are  
taught, and those taught ju s t  before they are to be 
applled
4. Graduated challenges. Successively d i f f i c u l t  challenges  
estab lish  a pattern o f  success and require con tinually  
increasing e f fo r t  leading to re lated  feelings o f  
accomplishment
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5. S im plified environment. A s im p lif ied  environment Is an 
e f fe c t iv e  and Impartial teacher, dispensing Immediate, 
Im p artia l ,  appropriate conseuqences fo r  part ic ipan t  
action or Inaction: no she lter  = gets wet; build  f i r e  =
Is warm. However, In tervention may be required I f  the 
"lesson" Is p o te n t ia l ly  dangerous to the welfare o f  the 
group or the RA (e .g . ,  an Improperly t ie d  knot may cause 
a serious In jury)
6. 24-hour programming. Continuous programming provides 
Intensive experience resu lting  In eventual confrontation  
o f s e l f  and others on more than su p erfic ia l  leve ls ,  
unremitting challenge and contrasts of hot/co ld , d ry /  
wet, t I r e d /re s te d ,  excI ted/bored, or together/alone  
help to sharpen perceptions
7. A performance-centered guidance approach assumes that  
people feel be tte r  a f te r  they do b e t te r .  Emphasis
Is on doing f i r s t  and exploring fee lings about s e l f  
and others afterwards (13 ).
Schroeder Indicated that the success o f the tra in in g  program and
I ts  a b i l i t y  to meet most o f the personal and group ob jectives was
accomplished. Each part ic ipan t completed two s e lf - re p o rt  questlonalres.
One dea lt with the personal growth dimension and the other evaluated
the group process. The seven Instructors /leaders  also provided verbal
evaluations as to th e i r  Impressions o f the effectiveness o f the tra in in g
program. Schroeder also admits that even though th is  t ra in in g  appears
to have p o te n t ia l .  I ts  effectiveness should be subjected to rigorous
examination and scrutiny.
He concluded:
I f  the goal o f student development In college residence 
ha lls  Is to Increase the s e l f -d i r e c t  Ion and maturity level 
of each resident, resident assistants should understand 
human development p r in c ip les ,  as well as model s e lf -a c tu a l iz in g  
behavior. A tra in in g  program which emphasizes challenge- 
response as the basis fo r each tra in in g  a c t iv i t y  should 
Impel resident assistants to develop th e ir  unused p o te n t ia l ,  
thereby creating greater self-confidence and self-awareness ( l 4 ) .
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A model fo r  paraprofesslonal counselor t ra in in g  fo r residence 
hall personnel has been offered by O'Donnell and Oglesby (1979),
These authors have provided a conceptual model o f  a t ra in in g  program 
for residence hall personnel. They suggested that the model must be 
simple to learn and capable of being adapted to spec if ic  residence 
hall problems. Their model consists o f  f iv e  sessions that Include two 
re lated to spec if ic  counseling techniques and three that are re lated  
to problem-solving.
The f i r s t  o f  the two counseling techniques Is the feelIng-cause  
statement (Carkhuff et a l . ,  1977 and Carkhuff, 1973) that Is taught as 
a basic helping response. An example o f th is  would be, "You feel upset 
because your roommate seems to have Invaded your pr ivacy ."  The authors 
f e l t  that the use of th is  technique has three major advantages: (1)
I t  helps the students recognize th e ir  fee lings; (2) I t  encourages 
students to t a lk  more about th e ir  concerns, giving the paraprofesslonal 
a c leare r  p ic ture  o f the problem; and (3) I t  avoids premature advlce-  
glvlng and the proverbial "Yes, but. . ."  s itu a t io n .
The second technique also encourages the students to t a lk  more 
f re e ly  regarding th e ir  concerns or real problems. The second technique 
Is the open-ended question. This technique allows the student more 
a lte rn a t iv e s  fo r  self-expression. An example of th is  would be, "How do 
you see your re la tionsh ip  with your roommate Improving?" The two counsel 
Ing techniques a llow  the student or resident to understand more c le a r ly  
why they feel a certa in  way and provide an opportunity to t a lk  f re e ly  
about those fee ling s .
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O'Donnell and Oglesby choose the problem-solving framework, In 
three segments, as a means o f s tructuring  the counseling In te rac tion  
because I t  provides some spec if ic  d ire c t io n  and can hopefully reduce 
the anxiety that frequently Is present In many helping s itu a tio n s .
The f i r s t  segment, problem exp lora tion , Is f a c i l i t a te d  by the para­
professlonal ' s use o f the above counseling techniques. During th is  
time, the helper must also look fo r any hidden messages.
Once the specif ic  problem has been explored, the paraprofesslonal 
then states the problem In a concise, c le a r ,  and spec if ic  manner. This 
Is the second segment o f the problem statement phase. In order fo r  
the helping process to continue, both the helper and the helpee must 
agree w ith  or accept the problem statement as being true or re a l .  Only 
a f te r  the problem statement Is mutually accepted or agreed upon can the 
f in a l  phase begin.
In the problem-solving phase, the las t  step In the program, the 
paraprofesslonal attempts to gather spec if ic  Information re la ted  to the 
student's attempts to solve the problem and understand why these 
attempts were unsuccessful. A f te r  th is  Is done, the student Is asked 
to generate as many possible a l te rn a t iv e  solutions to the problem as 
possible. Then the paraprofesslonal can o f fe r  other possible solutions  
fo r  consideration. With these solutions In hand, the helpee or student 
chooses one and works with the helper on a procedure to Implement the 
solution . This step In the process may continue un ti l  the problem Is 
solved, which may take one or several attempts.
The authors suggested that the t ra in in g  program could be presented 
In a f iv e  session format: one fo r  each o f  the two counseling techniques
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and the three problem-solving segments. Each session would be between 
s ix ty  and ninety minutes In length with the RA's or part ic ipants  working 
In t r iad s  and taking turns playing the roles o f  student, paraprofesslonal, 
and commentator (observer). They also suggested that the use o f video­
tape equipment could be very useful In providing Immediate feedback to  
the p a rt ic ip a n ts .  O'Donnell and Oglesby did not conduct an actual t r a in ­
ing program with th e ir  model but suggested that th is  type o f t ra in in g  
program could be used e f fe c t iv e ly  to t ra in  residence hall paraprofesslonal 
s t a f f .
In another recent study M itnick (1979) developed an In -serv ice  
t ra in in g  model fo r the resident advisors at Ohio State U n ivers ity .  A 
model that u t i l iz e d  a systems approach was designed to co rre la te  the 
s k i l ls  that were to be developed by specif ic  tra in in g  programs. A set 
of procedures for developing the tra in in g  programs was established.
The procedures Included the following:
1. L isting an array o f s k i l ls  that RA's use In th e ir  positions
2. Developing a l i s t  o f  potential t ra in in g  program areas
3. Determining re la tions  between the factors In these two 
l i s t s  and i l lu s t r a t in g  these re la t ions  on a S k l l ls - t o -  
Tralnlng programs Matrix
4. Designing a Ski 11s -to S k I11s Matrix showing In te rre la t io n s  o f  
ski 11s
5. Using th is  Ski 11s-to -Sk111s Matrix to fu rthe r  develop 
the S k ll ls - to -T ra ln In g  Programs M atrix
6. Determining the appropriate time during the year to 
present various groups o f  re lated s k i l ls  In the tra in in g  
programs
7. Scheduling the programs to be held In the appropriate order,  
as determined In step 6 above
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8. Using the Information from the two matrices to w rite  pre­
lim inary descriptions o f  programs' content and formats In 
order to ensure that the programs planned would, In fa c t ,  
develop the selected s k i l l s .
A l i s t  o f  sixteen s k i l l s ,  grouped In f iv e  broad s k i l l  areas that  
RA's would u t i l i z e  In th e i r  work was developed. These s k i l ls  were 
determined by a search o f the l i t e r a t u r e  and Ohio State Un ivers ity  
residence hall documents. A second l i s t  consisting o f  th i r ty - th r e e  
possible t ra in in g  programs was developed by the above-mentioned method 
as well as s ta f f  discussions and evaluation of previous years' t ra in in g  
programs. A matrix was then designed with the th i r ty - th r e e  possible  
tra in in g  programs along the horizontal axis  and the sixteen RA related  
s k i l ls  along the v e r t ic a l  axis  (See Fig. 1 ) .  A dot was placed a t each
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FIGURE 2 
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N ote . The  in te rsections o p pcs lte  one sn o tn s r across the  diagonal are, o f  course, m ir ro r  images. S o th  sides 
were com ple ted . hov.ever, to  a id  in  the graphic d isp lay  o f  th e  h igh in te ra c tio n  am ong sk ills  w ith in  
each group.
Intersection where a s k l l ls / t r a ln ln g  program re la tionsh ip  e x is ts ,  thereby 
creating the u t i l i t y  of the matrix.
A SkM1s - to -S k I11s M atrix  was also developed with each o f  the 
sixteen RA s k i l ls  along both the v e rt ic a l  and horizontal axes* A dot 
was also placed a t any In tersection  I f  a re la tionsh ip  between the two 
s k i l ls  was l ik e ly  (See Fig, 2 ) .
As a resu lt  on noting that certa in  s k i l ls  were re la ted  to 
each o ther, I t  became evident that ce rta in  tra in in g  programs 
could p o te n t ia l ly  develop more s k i l ls  than had o r ig in a l ly  been 
an tic ip a ted , . . the S k il ls - to -T ra ln in g  Programs M atrix  represents 
the f in a l  synthesis o f  these re la tions  (26),
Based on those re la t ions  between the Sk!11s-to -T ra In Ing  Program 
M atrix , a series o f  weekly programs that re la ted  to sp ec if ic  needs of  
the housing operation were developed on a p r io r i t y  basis. The most
46
needed s k i l ls  were taught f i r s t ,  followed by lower p r io r i t y  s k i l ls  
la te r  in the series o f t ra in in g  programs. The tra in in g  programs were 
scheduled from the la te  f a l l  Into mid-winter of the academic year.
The matrices, as M itnick suggested, are not complete; for each in s t i t u ­
t io n 's  needs or objectives might vary from one year to the next, thereby 
allowing fo r  addition or e lim ination  o f various s k i l ls  or t ra in in g  
programs.
M itnick concluded by suggesting tha t:
The model provides a ra t ional for the tra in ing  
held throughout the year and helps the s ta f f  to avoid 
the rep e t it io n  o f any randomness of p r io r  years' plans. . . 
the benefits of such a system atically  developed in -  
service tra in ing  program w i l l  increase s ta f f  effectiveness  
as well as the e f f ic ie n c y  o f tra in in g  e f fo r ts  (28).
I t  Is a generally  accepted notion that the RA as a paraprofessional
w ith in  a residence hall operation w il l  be involved in some type o f planned
or organized tra in in g  at some time during his employment. This t ra in in g
can take many d i f fe re n t  forms: summer or pre-school workshops, seminars,
RA accredited courses, or monthly t ra in in g  sessions. Most o f these
experiences, regardless o f the type, focus on perceived or expected needs
of the RA's, expertise of the professional or supervisory s t a f f ,  as well
as housing goals /objectives. Often the s k i l l  level of the RA is ra re ly
given proper consideration when tra in in g  programs are designed and
admin i stered.
Most in-service tra in in g  programs presuppose that a l l  s ta f f  members 
or RA's possess or lack the same s k i l ls  usually out o f convenience or 
necessity. Janosik (1978) suggested th a t ,  " I f  we can accept the notion 
that the purpose of in -service tra in in g  is to aid in the development of
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useful behaviors, the following axioms o f  student development theory  
become very u se fu l."
1. Education ( in -se rv ice  tra in in g )  should be designed to 
f a c i l i t a t e  behavior development so that i t  occurs in 
the most e f fe c t iv e  and e f f i c ie n t  manner
2. Behavior development v i r t u a l ly  always Involves already  
developed behaviors. Assessment o f s k i l ls  already learned 
Is therefore essential
3. Programs that accomplish the educational ob jectives ( in -  
service tra in in g )  should build on behaviors already  
developed
4. At any given time, any two indiv iduals w i l l  be at d i f fe re n t  
stages I f  th e ir  (paraprofessIonal) development (15 ).
Janosik designed an ind iv idualized  in -serv ice  tra in in g  program 
fo r paraprofessionals In residence h a l ls .  Taking into account the 
four above axioms, he implemented the t ra in in g  program at Wake Forest 
U nivers ity  Involving approximately s ix ty  RA's. The objectives of the 
Ind iv idualized  in -serv ice  t ra in in g  program were: (1) to increase the
s t a f f 's  awareness, s e n s it iv i ty ,  and s k i l l  level In at least one o f  the 
three major areas of human in te rac tion  and/or interpersonal re la tionsh ips ,
(2) to Increase the s t a f f 's  knowledge o f  the un ivers ity  community, and
(3) to provide additional opportunities for growth and self-improvement.
A series o f spec if ic  tra in in g  programs were designed to f a c i l i t a t e  
learning In each o f the ob jec tive  areas. Three one-day workshops, ca lled  
s k i l l  labs, were designed to meet ob jec tive  one. The m ateria l included 
assertiveness, leadership development, awareness, s e n s it iv i ty ,  and s k i l l  
levels  in re la tions  and counseling. A ll  were conducted simultaneously 
on a "Super Saturday", and each provided eight hours of systematic exp eri­
e n t ia l  t ra in in g .
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The second ob jec tive  was met with a series o f  six seminars. The 
format fo r the seminars was p r im arily  small-group discussion and lec tu re .  
The th ree -to -fo u r  hour t ra in in g  seminars were held on d i f fe r e n t  days 
and the topics focused on chara c te r is t ics  o f college students, college  
law and the RA, communication forums, f i r s t  a id ,  myths and r e a l i t i e s  
of men-women re la tionsh ips , and helping re la tionsh ips .
Five, two-hour group experiences were designed to meet ob jective  
three, which Included personal growth and/or self-improvement. These 
f iv e  programs were offered throughout the academic year and were Instructed  
by the counseling center s t a f f .  Some of the topics Included mood manage­
ment, problem-solving, career exp loration , and exam preparation.
In order to ensure p a r t ic ip a t io n  In the tra in in g  program, each RA 
had to successfully complete sessions that would earn him a t least  
seven points. Each session was assigned a point value that was based 
on the length o f tra in in g  time Involved. Four points were given for  
attending each of the s k i l l  labs, two points fo r  each o f  the general 
seminars, and one point fo r each o f the seIf-Improvement experiences.
A to ta l  o f fourteen tra in in g  programs Involving fo r ty -n in e  hours o f  
t ra in in g  time was provided to the RA's during the f a l l  semester.
Since each RA was required to attend a t least th ir te e n  hours of  
t ra in in g ,  and the freedom o f choice was b u i l t  Into the system, the 
t ra in in g  received was highly Ind iv idua lized , which was the spec if ic  
In tention of Janosik. The tra in in g  was very successful according to 
w rit ten  evaluations and the fac t that a large m ajority  o f  the RA's 
accumulated more than the minimum number o f  points required.
49
Janosik suggested that:
Learning became an on-going process and took place 
in a v a r ie ty  of formats. Although exp erien tia l  learning  
was the preferred mode o f teaching, structured experiences, 
short lectures , and small-group discussions were also used 
very e f fe c t iv e ly  (17).
This author has attempted in th is  chapter to provide a concentrated  
look at helping: i ts  ch a rac te r is t ics  (Egan fi Cowan, 1978; Brammer, 1973;
Avila  e t  a l . ,  1971; Gîbb, 1964; and Rogers, 1951), lay and professional 
tra in in g  programs (Carkhuff, 1977; Tamminen et a l ,  1976; Carkhuff 6 
Banks, 1970; and Pyle & Snyder, 1971), and la s t ly  tra in ing  programs 
s p e c if ic a l ly  designed for paraprofessionals, l ik e  RA's (Schroeder et a l . ,  
1973; Carkhuff, 1971 and 1977; Newton, 1974; Janosik, 1978; and M itn ick ,  
1979).
There have been numerous studies and research cited  in th is  chapter, 
and in order to understand more c le a r ly  the various helping ch a ra c te r is t ic s  
that have been discussed, a matrix has been constructed by th is  author.
The matrix is s im ila r  to the ones designed by M itnick (1979) and attempts 
to i l lu s t r a te  which helping ch a ra c te r is t ics  have been focused on by the 
various researchers. This Helping Character 1s tics-to-Research Studies 
Matrix contains the various helping c h a ra c te r is t ics  discussed in th is  
chapter. They are placed along the horizontal axis and the spec if ic  
researchers placed along the v e r t ic a l  axis (F ig . 3 ) .
An "X" was placed at the intersection  where the researcher(s) and 
the helping chara c te r is t ics  re la tionsh ip  e x is ts .  These ten helping 
c h arac te r is t ics  were the most common c h a ra c te r is t ic s ,  s k i l l s ,  or variab les  
studied by the seventeen researchers. The four most studied ch a ra c te r is t ic s  
included others that were very s im ila r  but not the exact same concept.
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Within the communication c h a ra c te r is t ic  the following are Included: 
l is te n in g ,  responding, attending, s e lf -d is c lo s u re ,  openness, and 
concreteness* Self-understanding and understanding others are Included 
w ith in  empathy. Problem-solving and decision making Include problem 
Id e n t i f ic a t io n ,  exp loration , ac tion , and experimentation. Positive  
regard Is Included In respect.
Some of the corrvnon chara c te r is t ics  of helping as discussed In 
th is  chapter are empathy, problem-solving, decision making, respect, 
genuineness, and communication s k i l ls  that Include l is te n in g ,  responding, 
assertiveness, and se lf -d isc lo su re . There are also some c h a ra c te r is t ics  
on which the researchers do not agree and they are confrontation, auto­
nomy, openmlnded, acceptance, and c o n f l le t  management.
As seen In th is  chapter, there are d i f fe re n t  types o f t ra in in g  
programs Involving d i f fe re n t  s k i l l s ,  varying amounts o f  time, and lay ,  
professional, and paraprofessional subjects, in chapter 111 th is  author 
w il l  design a tra in in g  model for RA's as paraprofessionals. I t  w i l l  
Include a t ra in in g  model ra t io n a le ,  t ra in in g  assumptions, and a spec if ic  
communication workshop design and assessment.
FIGURE 3
HELPING CHARACTER I STICS-TO-RESEARCH STUDIES MATRIX
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RESEARCHERS
Carkhuff 1969 X X X X
Avila  et a i , .  1971 X X X X
Rogers 1957 X X X X
Gîbb 1964 X X
Egan 1975 X X X X
Tamminen e t a l , ,  1976 X X X X
Carkhuff 6 Banks 1970 X X X X X
Pyle 6 Snyder 1971 X X X X
Carkhuff & G r i f f in  1968 X X X X X X
Carkhuff et a l , ,  1977 X X X
Tamminen 6 Smaby 1978 X X X
Schroeder et a l , ,  1973 X X X X
Newton 1974 X X X
Schroeder 1976 X X
O'Donnell 6 Oglesby 1979 X X
Janosik 1978 X X X X
Mitnick 1979 X X . , X X X
CHAPTER I I I  
A COMMUNICATION SKILLS WORKSHOP
This chapter contains a communication s k i l ls  workshop designed 
fo r  Resident Advisors. I t  can be used In conjunction w ith a larger  
t ra in in g  program or could be taught t o t a l l y  by i t s e l f .  A workshop 
ra t io n a le ,  t ra in in g  assumptions, the communication workshop, t ra in in g  
assessment, and a discussion and summary w i l l  be included in th is  
chapter.
WORKSHOP RATIONALE
The tra in ing  o f paraprofessional helpers and RAs has been exten­
s ive , as seen in Chapter I I .  M itn ick (1979) stated tha t:
Resident Advisors (RAs) can make a s ig n if ican t  
contribution towards f a c i l i t a t i n g  student development, 
but they require extensive tra in in g  beyond that given 
during th e ir  f i r s t  week on the job. In-service t r a in ­
ing throughout the academic year is generally  recognized 
as an e f fe c t iv e  means o f  Improving RA's s k i l ls  (25).
The idea and concept o f in -serv ice  preparation o f undergraduate
student s ta f f  was examined by Greenleaf (1974). She suggested that
in -serv ice  preparation can be divided into three periods: (1) a
spring o r ie n ta t io n ,  (2) a pre-school o r ie n ta t io n ,  and (3) on-the-job
o r ie n ta t io n .  Regardless o f  the tra in ing  format, the s k i l ls  needed by
the student s ta f f  members or RAs to e f fe c t iv e ly  perform th e ir  job
must be taught and examined.
In providing e f fe c t iv e  preparation for the roles o f  
the student ass is tan t,  two areas should be emphasized:
Cll developing s k i l ls  In human re la tionsh ips , and (2) 
providing s k i l ls  for "grass roots" level o f counseling.
The student ass istant needs to be aware of d ifferences  
that ex is t  among students, to sharpen lis ten ing  s k i l l s ,
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and to develop re fe rra l  techniques. As communication 
s k i l ls  and an a b i l i t y  to recognize b arr ie rs  to the 
development of human relationships are developed student 
assistants can be expected to bring b ette r  In te r r e la t io n ­
ships among the students l iv in g  in the residence hall 
(Greenleaf, 191).
Greenleaf concluded her section on s ta f f  preparation by suggesting
that :
S k il ls  need to be developed which can help the s ta f f  
member increase a s e n s it iv i ty  to and an awareness o f  needs 
of others. During workshop sessions i t  w i l l  be important 
to face r e a l is t i c a l ly  with the student s ta f f  member those 
fru s tra t io n s  which are a part o f  the residence hall job he 
w il l  assume and to understand reactions to pressures brought 
about because o f  the many interpersonal re lationships  
involved in his re s p o n s ib il i t ie s  ( 192) .
The l i t e r a tu r e  supports the concept that teaching, t ra in in g ,  and/or 
workshops are useful and necessary methods fo r professional as well as 
paraprofessional helpers to increase th e ir  helping s k i l ls  and th e ir  
effectiveness (Carkhuff & Banks, 1970; Pyle & Snyder, 1971; Carkhuff 
et a l . ,  1977; Tamminen & Smaby, 1978; Schroeder et a l . ,  1973; O'Donnell 
6 Oglesby, 1979; Janosik, 1978; and M itn ick , 1979). There are numerous 
assumptions that must be considered in order to provide the best possible  
s ta f f  t ra in in g .  These assumptions w i l l  be discussed in greater d e ta il  
below.
TRAINING ASSUMPTIONS
There are several tra in ing  assumptions that should be considered 
p rio r  to the in i t ia t io n  and development o f  any workshop or t ra in in g  
program for residence hall s ta f f  members. Without considering these 
t ra in ing  assumptions any tra in in g  program may be in e ffec t ive  or t o ta l ly
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Inappropriate. This author suggests that the following tra in in g  assump­
tions be considered p r io r  to and during the development o f  an RA 
tra in ing  model or program:
1. That the goals and objectives for the residence hall 
operation and RA s ta f f  have been determined
2. That a needs assessment has been completed
3. That a l l  t ra in in g  Is meant to Increase the personal 
growth and performance o f the RAs as well as the 
overa ll effectiveness and operation o f the residence 
hall
4. That s ta f f  development Is encouraged through 
careful screening, se lection , t ra in in g ,  supervision, 
and evaluation
5. That the RAs are not at the same level o f  personal 
development (emotionally, m entally , physica lly , and 
s p i r i t u a l ly ) ,  possess d i f fe re n t  s k i l l s ,  and are at  
varying levels  o f  profic iency.
The formation of yearly goals and ob jectives can be very useful 
in selecting the high p r io r i t y  areas o f  s t a f f  t ra in in g .  Short and 
long-term timespans fo r  construction o f  goals and objectives are not 
necessarily the important issue. What is c ru c ia l ,  however. Is that  
the goals and objectives are given careful and conscientious considera­
tion  In order fo r the residence hall operation to move forward In a 
positive  d ire c t io n .  Regardless o f the va ring d ifferences between 
residence hall operations of colleges and u n iv e rs it ie s  nationwide, the 
formation o f goals and objectives is imperative.
A complete needs assessment based on the f in a l iz e d  goals and 
objectives Is also Important. The assessment o f needs may provide 
some type of p r io r i t y  or heirarchy on which the housing d ire c to r (s )  
and supervisory s ta f f  can focus. This assessment w il l  generate a 
number needs that can la te r  become the sp e c if ic  t ra in in g  topics.
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Training Is provided to increase the personal growth and job  
performance of the RAs as well as the overa ll effectiveness o f the 
housing operation. By Increasing the s k i l l  level of the RA and pro­
moting personal growth, the potential fo r successful and e f fe c t iv e  
Interpersonal re lationships In te n s i t I fe s .  Not only the RAs and 
residents benefit  but the overa ll residence hall operation benefits  
from the pos itive  residual e f fe c ts .
Once the goals and objectives have been f in a l iz e d  and the needs 
assessment completed, I t  Is an easy matter to Id en tify  potentia l target  
s k i l ls  for RA tra in in g .  This id e n t i f ic a t io n  o f target s k i l ls  w i l l  focus 
some d irec tion  on which tra in in g  programs can be designed and Imple­
mented. Along with providing th is  d ire c t io n ,  the Id e n t i f ic a t io n  o f  
ta rget s k i l ls  w i l l  provide some Idea of the degree of time needed to  
adequately cover any tra in in g  program.
The selection , t ra in in g ,  and evaluation o f the RAs should be d eter­
mined on the basis o f the goals and ob jectives  and a needs assessment. 
Thereby the RA-‘ s job descrip tion , t ra in in g ,  and evaluation are a l l  t ied  
together with the goals and objectives o f  the residence hall and supervisory 
s ta f f .
The development of a tra in in g  schedule or tim etable that best meets 
the goals and objectives and target s k i l ls  as Id e n t if ie d  is e s s e n t ia l .
This schedule or timetable w il l  provide an exact idea o f how much time 
may be needed or ava ilab le  for the spec if ic  targeted s k i l l s .  Therefore,
I f  only a lim ited  amount o f  time is a v a ila b le  due to the academic calendar, 
some tra in in g  may be delayed or postponed u n t i l  more adequate time Is 
ava l ia b le .
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All RAs or paraprofessionals are not at the same level o f personal 
development (emotionally, m entally , phys ica lly ,  and s p i r i t u a l ly ) ,  nor 
do they possess the same s k i l l s ,  nor are they equally p ro f ic ie n t  in the  
same s k i l ls  areas. Any tra in in g  program should take these assumptions 
Into consideration. Not only should tra in in g  programs provide basic 
s k i l ls  for those that may not possess them but also provide new and 
more advance s k i l ls  fo r those who already possess the basic ones.
These tra in in g  assumptions w i l l  be very useful In assessing, design­
ing, and implementing a residence hall t ra in in g  program fo r  undergraduate 
s ta f f  members. These assumptions also provide a borad framework from 
which spec if ic  or ind iv idualized tra in in g  may be created as well as 
focus on spec if ic  s k i l ls  or s k i l l  areas that are v i ta l  to an RA's job  
duties and re s p o n s ib il i t ie s  (Janosik, 1978; and M itn ick , 1979).
Assumptions play an important ro le  in in i t ia t in g  and developing a 
t ra in in g  program for RAs. There are other considerations that may also  
e f fe c t  the development of residence hall t ra in in g  programs. The reader 
may be unfam iliar with these considerations, therefore i t  is  necessary 
to know what they are and how they e f fe c t  a housing operation. Those 
considerations are:
1. Budget and f isc a l expenditures fo r  housing operation
2. Student enrollment and residence hall occupancy
3. Academic and adm inistrative  calendars
4. Residence hall s ta f f  selection and replacement
5. D ivers ity  o f  RA re s p o n s ib i l i t ie s .
Budget and f is c a l  expenditures play an important ro le  in the type 
of t ra in in g  program developed for the RA s t a f f .  A few o f  the items that
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f a l l  Into th is  category Include: heating, cooling, and maintenance
costs, new and remodeling construction, replacement and new fu rn itu re ,  
o f f ic e  and cleaning supplies, s a la r ie s ,  and food service operation.
Along with budget and f is c a l  expenditures, student enrollment and housing 
occupancy has a d irec t  e f fe c t  on the development o f t ra in in g  program.
With student enrollment f lu c tu a tin g  and In many Instances dec lin ing ,  
the number o f students and esp ecia lly  students l iv in g  In the residence 
hall w i l l  help determine spec if ic  s ta f f  s k i l ls  and needs.
The problem of scheduling tra in in g  programs takes on an e n t i re ly  
new perspective when the academic and adm in is tra tive  calendars are  
taken Into consideration. Class re g is tra t io n ,  s ta f f  vacations, holidays, 
examinations, and quarter or semester breaks take away or provide valuable  
t imeslots that could be used fo r t ra in in g .
On most campuses, the selection on new RAs fo r  the following year 
most often occurs during w inter semester or spring quarter. This process 
not only Involves the supervisory s ta f f  but also the RAs as w e ll .  This 
trend o f  using present RAs to ass is t In the Interview process and provide 
feedback on RA applicants has become common practice In housing operations  
nationwide (Hayes, 1978 and Hayman, 1978).
When one considers that approximately one th ird  to one h a lf  o f  an 
RA s ta f f  may be replaced from one year to the next, a great deal o f  time 
Is needed to do an adequate and thorough job  o f  screening. Interviewing,  
and selection . I t  Is not unusual for an In s t i tu t io n  with a student 
enrollment of eight to twelve thousand to have as many as tow or three  
hundred RA applicants and to a c t iv e ly  consider and Interview  up to one 
hundred and f i f t y  o f  them.
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Even though most RAs have a yearly  con tract, there are times and 
circumstances that cause the need to replace some RAs during the academic 
year. This replacement may be due to student teaching, Internships, 
studying abroad, marrlge, or s ta f f  resignation or f i r in g .  These replace­
ments are not usually as time consuming as new RA selection because 
there are RA a lte rn ates  who are selected to f i l l  vacancies. They come 
from a l i s t  o f  top applicants who were not previously selected. In 
most Instances, the present RAs are not Included In th is  replacement 
process.
RAs have diverse re s p o n s ib il i t ie s  and some o f them Include: campus
f a m i l ia r i t y ,  re fe r ra l  s k i l l s ,  c o n f l ic t  management and reso lu tion , role  
models, l is te n in g , leadership, problem solving, decision making, drug 
and alcohol abuse, medical emergencies, academic advising. Interpersonal 
communication s k i l l s ,  RA and student r ig h ts ,  and knowledge o f the food 
service operation.
The re a l iz a t io n  o f the number o f  RA re s p o n s ib i l i t ie s  as well as 
the actual time ava ilab le  to t ra in  s t a f f ,  work with students, have a 
personal l i f e ,  and most Importantly pursue an education, leaves l i t t l e  
doubt to the number o f variab les that need be considered when In i t ia t in g  
and developing a tra in in g  program for student s t a f f .  Regardless of a 
person's In terests  or personal b e l ie fs ,  the above tra in in g  assumptions 
provide the basic structure fo r  any tra in in g  model or workshop design 
fo r  paraprofessionals or RAs. Taking these tra in in g  assumptions Into 
account, the next step Is the designing and Implement o f the tra in in g  
program for the RAs.
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COMMUNICATION WORKSHOP
Most colleges and u n iv e rs it ie s  have a wealth o f expertise  that can 
be hopefully ca lled  upon to ass ist In any residence hall t ra in in g  that  
they desire to plan. Faculty and graduate teaching assistants In 
psychology, social work, sociology, speech communication, and business 
are ju s t  a few areas that could be called  upon to take part In s ta f f  
t ra in in g .  There may also be persons w ith in  the housing operation or 
s t a f f  that have the s k i l ls  and expertise  In sp ec if ic  tra in in g  areas, 
who could ass is t In the tra in in g .
This workshop Is only re la ted  to one sp e c if ic  area o f the RAs 
re s p o n s ib i l i t ie s ,  communication s k i l l s ,  and Is designed to be complete 
by I t s e l f  but can also be used as one part o f  a larger t ra in in g  program. 
This design Is composed o f  the basic and minimal s k i l ls  needed as a 
refresher fo r  verteran RAs and to prepare new RAs. The one and a h a lf  
hour tim eslots fo r  each tra in in g  module are the minimum time slots  
suggested fo r  the spec if ic  topics. They provide adequate time fo r  
In te rac tions , feedback, discussion, and learning. Accepting that these 
timeslots and s k i l ls  topics are minimally required, by expanding them 
the material In any o f the modules could be converted Into Ind iv idualized  
tra in in g  that stand by themselves and could be taught as the need or 
desire demands.
This workshop Is designed to maximize the group process fo r  the 
exercises, and provide greater opportunity fo r  In te rac tio n , feedback, 
and understanding. I t  Is suggested that small groups be used fo r  the 
t ra in in g  modules unless your Individual s itu a tio n  could benefit  from 
larger groups or some type o f combination o f  the two. This would depend
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upon the size of the s t a f f ,  t ra in in g  time a v a ila b le ,  and the number of  
t ra in in g  topics to be covered. There are numerous options a v a ila b le  
from which to choose.
The communication workshop consists of four t ra in ing  modules 
(Figure 4 ) .  Before each tra in in g  module Is discussed, I t  Is Important
FIGURE k 
COMMUNICATION WORKSHOP DESIGN*
Training Module 1 
Training Module 11 
Training Module 111 
Training Module IV
INTERPERSONAL COMMUNICATION SKILLS 
PROBLEM SOLVING 6 CREATIVE THINKING 
UNDERSTANDING SKILLS 
GROUP GROWTH & COHESIVENESS
*Each module requires one and a h a lf  hours.
to know the tra in in g  objectives for the workshop. The tra in in g  ob jectives  
fo r  the workshop Include:
1. To provide an experien tia l  and r e a l is t i c  atmosphere 
fo r learning about one's s e l f  and others as well as 
how other peoples' perceptions e f fe c t  them
2. To provide Information and applied experiences In the 
d i f f i c u l t i e s  and problems of human communication which 
Include: sending and receiving e f fe c t iv e  messages, 
l is ten in g  and feedback, problem solving, and crea tive  
thinking
3. To Increase personal and group growth, cohesiveness, 
awareness, and s o l id a r i ty
4. To demonstrate the e ffec ts  o f cooperation and/or 
competition on Interpersonal communication and human 
In te rac t Ions
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5. To apply the s k i l ls  learned In each module to the 
successive modules.
Each o f  the tra in in g  modules consists of one and a h a lf  hours 
of t ra in in g ,  which Is less than more lengthy tra in in g  programs (RIessman, 
1965; Berenson, et a l . ,  1966; Martin S Carkhuff, 1968; Carkhuff 6 
G lf f ln ,  1968; Egan, 1975; Carkhuff, 1977; and Hess, 1978). The concepts 
used In the following tra in in g  modules have been system atically  tested  
and th e i r  effectiveness has been c ited  and discussed In Chapter 11.
Even though th is  spec if ic  model has not been tested, other models that  
are s im ila r  to I t  have been tested and the evidence of th e i r  e f fe c t iv e ­
ness has been provided In the l i t e r a t u r e .
MODULE I: INTERPERSONAL COMMUNICATION SKILLS
Training module I consists of two sessions: (1) build ing r e la t io n ­
ships by sending and receiving e f fe c t iv e  messages, and (2) l is ten ing  
and feedback (Johnson 1972, 1973, 6 1974; Tamminen et a l . ,  1976;
Janosik 1978; O'Donnell 6 Oglesby 1979, and M itn ick  1979). Training  
objectives for th is  module are numbers 1 and 2 as described on page 6 I .  
SESSION ONE: Building re lationships by sending and receiving e f fe c t iv e
messages.
Lecture Content
The Interpersonal re lationships that each of us develop during our 
l ives  contributes to the overa ll success or fa i lu r e  of each successive 
re la tionsh ip  we have. The a b i l i t y  to successfully establish and maintain 
Interpersonal re lationships Is also important for the RA as w e l l .  This
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îs due to the re s p o n s ib i l i t ie s  and In teraction  the RA has with the 
residents and her a b i l i t y  to be successful In the job.
Kelly ( 1962) discussed the f u l l y  functioning se lf  or person and 
the a b i l i t y  to a f fe c t  change in themselves as well as others. He 
suggested that the f u l l y  functioning personality  does the follow ing:
1. Thinks well o f himself
2. Thinks well o f others
3 . Sees his stake in others
4. Sees himself as a part o f a world movement, in process
of becoming
r>. Develops and holds human values
6. Knows no other way to l iv e  except In keeping with his values
7 . Is cast In a c rea tive  role (159-61).
The a b i l i t y  to send and receive e f fe c t iv e  messages Is v i ta l  to the
success of the RA as a paraprofessional as well as a person. To communi­
cate well or at least at a minimal level Is important.
Johnson (1972, 1973, 6 1974) developed a l i s t  of suggestions that  
enable persons to become better communicators. He suggests that in sending 
messages e f fe c t iv e ly ,  the following should be rea lized:
1. C learly  "own" your messages by using personal pronouns
such as I and my
2. Make your messages complete and specif ic
3 . Make your verbal and nonverbal messages congruent with
each other
4. Be redundant
5 . Ask for feedback concerning the way your messages are
being received
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6. Make the messages appropriate to the rece ive r 's  frame o f  
reference
7. Describe your fee lings by name, ac t ion , or f igure  o f speech
8. Describe other members' behavior without evaluating or 
In te rp re ting  (Johnson 6 Johnson, 1975, 114-15).
Along with the above suggestions to send e f fe c t iv e  messages, Johnson
offered three s k i l ls  that can help as we receive messages. They are
1. Paraphrase accurately and nonevaluatIvely the content
o f  the messages and the fe e l in g s  o f  the sender. The 
basic ru le  to fo llow  In paraphrasing Is: you can speak
up fo r yourself only a f te r  you have restated the Ideas 
and fee lings o f the sender accurately  and to the sender's 
sa tis fa c t io n
2. Describe what you perceive to be the sender's fee lings
3. State your In te rp re ta t io n  o f  the sender's message and 
negotiate with the sender u n t i l  there Is agreement as
to the message's meaning (Johnson 6 Johnson, 1975, 116).
Exercises and Aot'ivit'ies
Examples o f  two exercises that can be used In th is  session are  
the "Block T" and a "basic communication descrip tion" exercise (Stewart 
1973, 117- 18) .  The "Block T" exercise requires tha t  two people s i t  In 
chairs that are separated by a movie screen or cu rta in .  One person Is 
given several pieces of a puzzle. In th is  case a block l e t t e r  o f a "T",  
while the other person has the completed puzzle In fro n t o f them. The 
person with the completed puzzle attempts to t e l l  the other person how 
to assemble the puzzle.
Three stages are usually allowed (1) only the person with the com­
pleted puzzle can ta lk ,  (2) each person can ask questions that can only  
be answered w ith a yes or no, and (3) both are free  to t a lk  f re e ly  but
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each must remain hidden from the other. The "basic communication 
description" Is s im ila r  to the "Block I " ,  In that a person attempts 
to describe a series o f geometric f ig u res , blocks, or dominoes to 
others In such a way that the receivers can draw figures Identica l  
to the o r ig in a l one(s).
D'Cscuss'ion and Proaessïng
These types of exercises a llow the RAs to experience f i r s t  hand 
the fru s tra t io n s ,  problems, and d i f f i c u l t i e s  associated with sending 
and receiving e f fe c t iv e  messages. The fee lings experienced by the RAs 
may Include f ru s tra t io n ,  fea r ,  Ineptness, and amazement o f th e i r  In a b i l i t y  
to communicate as e f fe c t iv e ly  as they thought they could or were able.
The RA Is often In the position to provide Information of some type to 
residents. A simple act o f giving d irections can turn Into a nightmare 
I f  messages are not sent or received e f fe c t iv e ly .  The RA should be as 
c le a r ,  concise, and accurate as possible In sending messages and when 
receiving messages, ask questions I f  you are confused or uncertain.
At th is  point the tra in e r  may wish to ask two RAs to demonstrate 
th e ir  s k i l ls  of sending and receiving e f fe c t iv e  messages. This demon­
s tra tio n  w il l  help stress the major variab les related to sending and 
receiving e f fe c t iv e  messages.
SESSION TWO: Listening and feedback
The a b i l i t y  to e f fe c t iv e ly  receive messages, verbal or nonverbal, 
c a l ls  upon the s k i l ls  of l is ten in g  and feedback (Avils et a l ,  1971; Pyle 
& Snyder 1971; Newton 1975; and Carkhuff et a l . ,  1977). To demonstrate
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the RAs l is ten in g  s k i l l s ,  a l is ten in g  p re -te s t  could be given (See 
Appendix D ) .
Leotvœe Content
Most people do not l is te n  as c losely  as they think they do or as 
accurate ly . They tend to hear only what they want to hear, d is to r t  In 
the d irec t ion  o f  th e ir  own biases, or ju s t  f a l l  to hear because they
are attending to th e ir  own thoughts and not the thoughts o f  the speaker
or sender. This has been demonstrated by the parlor game: one person
Is given some Information about a hypothetical event and t e l l s  I t  p r iv a te ly  
to another, the second person t e l l s  I t  to a th ird  and so on u n t i l  i t  
returns to the f i r s t  person who started I t .  At th is  point I t  Is com­
pared with the o r ig in a l story. The add it ions , m odifications, omissions, 
and d is to rt io n s  can e as ily  be seen.
As l is te n e rs ,  we must be doing something wrong I f  we f a l l  to  under­
stand or hear what Is being said. Barker (1971) suggested several hab its ,
adapted from Nichols (1961), that he f e l t  contribute to poor l is te n in g .
They are:
1. Viewing a topic as uninteresting
2. C r i t ic iz in g  a speaker's de live ry  Instead o f  his message
3. Getting overstimulated or emotionally Involved
4. Listening only for facts
5. Preparing to answer questions or points before f u l ly  
understanding them
6. Wasting the advantages o f  thought speed over speech speed
7. Trying to o u t l in e  everything
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8. Tolerating or f a l l i n g  to adjust to d is tra c tio n s
9. Faking a tte n tio n
10. Listening only to what Is easy to understand
11. Allowing emotionally laden words to In te r fe re  w ith l is te n in g
12. Permitting personal prejudices or deep-seated convictions  
to Impair comprehension and understanding (61 -65 ).
What Is e f fe c t iv e  lis ten ing? It  Is only a matter o f using one's 
ears and avoiding thinking about one's own problem? Is I t  merely con­
centrating on what the speaker Is saying? I t  Is much more than these.
Any person can Improve th e i r  l is ten in g  s k i l ls  by using these simple
suggestions also o ffered by Barker (1971):
1. Be mentally and physically  prepared to l is te n
2. Think about the topic In advance when possible
3. Behave as you th in k  a good l is te n e r  should behave
A. Determine the personal value o f  the topic fo r  you
5. Listen fo r main points
6. Practice l is ten in g  to d i f f i c u l t  expository m aterial
7. Concentrate— do not le t  your thoughts wander
8. Build your vocabulary as much as possible
9. Be f le x ib le  In your views
10. Compensate fo r emotIon-rousing words
11. Compensate fo r main Ideas to which you react emotionally  
(73 -77 ).
When the RA Is successful In showing that she has heard and understood, 
changes Inev itab ly  take place, often quickly and d ram atica lly . L istening,  
by I ts  very nature, should be empathie and a person understands what she
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has heard, only to the extent that she can share In the meaning, s p i r i t ,  
or fee ling  o f  what the speaker has said.
Most people don't believe that they are r e a l ly  being understood 
and accepted when someone ju s t  l is ten s  to them. They may have had many 
previous experiences with people who only pretend to l is te n  while they 
are ac tu a lly  th inking thoughts of th e ir  own. That is why the e f fe c t iv e  
RA employs the feedback p r in c ip le .  The best feedback method Is a simple 
restatement In the RA's own words o f  the essentia l meaning o f  the speaker's 
o rig in a l statement, adding nothing new nor taking anything away.
Feedback Is nothing more than reporting to another person the kind 
of Impressions she Is making on you or reporting your reactions to her. 
Feedback Is ra re ly  e f fe c t iv e ly  used In Interpersonal communication. Our 
society puts a great deal o f emphasis on the value of honesty. We are  
taught In our homes and schools that I t  Is bad to l i e  about our behavior.
Yet a l l  o f us are g u i l ty  o f  a great deal o f  dishonesty In our In te rp er­
sonal communication. Our society puts a great deal o f emphasis on the 
value o f honesty. We are taught In our homes and schools that I t  Is bad 
to l i e  about our behavior. Yet a l l  o f  us are g u i l ty  o f a great deal of  
dishonesty In our Interpersonal re lationships a t times. We ra re ly  express 
our honest fee lings towards others a t  home or a t  school. Often th is  Involves 
simply avoiding the expression o f reactions which we feel would be d e t r i ­
mental to others or ourselves. I t  Is the t e l l in g  of " l i t t l e  white l ie s "  
when we t e l l  people something pos itive  or reassuring rather than be d ire c t ,  
honest, or c r i t i c a l .
People often feel threatened when the receive feedback. The notion 
that people w i l l  be hurt by c r i t ic is m  Is very prevalent. Think o f  how
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many people you know who have good Intentions but behave In ways which 
diminish th e i r  e ffectiveness. The a b i l i t y  to operate e f f i c i e n t ly  and 
productively In many areas of l i f e  can become seriously hampered I f  we 
never have a chance to become aware o f our Impact on others. Most o f  us 
are capable o f Improving our sty les of Interpersonal communication and 
becoming much more e f fe c t iv e  as people, when we become more aware of  
our Impact on others.
I t  Is useful to th ink about destructive  versus constructive feedback. 
Feedback Is destructive  when I t  Is given only to hurt or to express hos­
t i l i t y  without any goal o f Improving the Interpersonal re la t io n s h ip .  I t  
may be also destructive  when only derogatory or extremely c r i t i c a l  s ta te ­
ments are given without any balance o f  pos it ive  statements or evaluations.  
Therefore, pos it ive  and e f fe c t iv e  feedback Is even more Important when 
In teracting  with others. Barker ( I9 7 I )  also suggested several guidelines  
fo r  e f fe c t iv e  feedback. They are:
1. Send feedback that Is appropriate to  the speaker, message, 
and context
2. Be certa in  the speaker perceived the feedback
3. Make certa in  the feedback Is c lear  In meaning
4. Send the feedback quickly
5. Beware o f overloading the system
6. Delay In performing any a c t iv i t y  that might create an
unintentional e f fe c t
7. Keep feedback to the messages separate from personal 
evaluation
8. Use nondirective feedback u n t i l  the speaker Inv ites  
evaluation o f his message
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9. Be certa in  that you understand the message before you 
send d ire c t iv e  feedback
10. Realize that early  attempts a t giving more e f fe c t iv e  
feedback may seem unnatural but w i l l  Improve with  
practice  (123-24).
Exeroieee and Aati'üitiea
Listening tests  are useful methods fo r  determining the l is te n in g  
a b i l i t y  o f person. The lis ten ing  tests  (Appendixes D & E), open ended 
questions, and the exercises l ik e  the ones described In Barker (1971» 
142-44) are examples o f a c t iv i t i e s  that can be used to e f fe c t iv e ly  
Improve Immediate feedback on the RA's l is ten in g  a b i l i t y .  Role playing  
situations can also provide an opportunity to  use the "open question 
technique" (Ivey 1971) to Increase feedback as well as l is te n in g  s k i l l s .  
Allow approximately f o r ty - f iv e  minutes fo r each session.
dvBQUBsion and Prooeeeing
In th is  module, the RAs should be able to use the s k i l ls  o f  l is t e n ­
ing and feedback during the exercises or a c t i v i t i e s .  These s k i l ls  are a 
major part o f  the job re s p o n s ib il i t ie s  o f  the RA as a paraprofessional 
helper. The RA should not only "hear" but " l is te n "  to what Is not being 
said as w e ll .  Often residents or students want to share or discuss a 
d i f f i c u l t  problem but seem to t a lk  around I t  or hide I t  In some p o l i te  
conversation. "My mom and dad don't know what these pre-med courses are  
doing to me!", or "Maybe I'm ju s t  not ready fo r college y e t ,  I should t ry  
the vo-tech" are examples o f  statements made by residents or students, 
when reaching out fo r  help.
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I f  the RA can sharpen her l is ten in g  s k i l ls  and provide d ire c t  and 
pos it ive  feedback, her job may be much more successful. A m ajority  of  
the RAs w i l l  score higher on the l is ten in g  pos t-tes t than on the pre­
te s t .  The t ra in e r  may wish to  work In d iv id u a lly  with any RA who may 
have scored lower on the lis ten in g  p os t-tes t than on the p re - te s t .
This doesn't happen o ften . Summarizing the major ch a ra c te r is t ics  of  
l is ten in g  and feedback as well as giving another l is ten ing  te s t  may 
help the RAs to demonstrate th e ir  understanding of th is  module.
MODULE I I :  PROBLEM SOLVING AND CREATIVE THINKING
This tra in in g  modules focuses on problem solving (Janosik 1978; 
Tammlnen 6 Smaby 1978; O'Donnell S Oglesby 1979; and M Itn Ick  1979) and 
crea tive  thinking (De Bono 1970 6 1971, and Raudsepp 6 Hough 1977). The 
t ra in in g  objectives fo r  th is  module are numbers I and 2 as described on 
page 6 l .
Lecture Content
RAs w il l  be ca lled  upon at some time to ass ist or aid a resident In 
solving a problem. The a b i l i t y  to help solve that problem as quickly and 
e f f i c ie n t ly  as possible w i l l  a id  In building and maintaining the In te r ­
personal re la t ionsh ip . Johnson and Johnson (1975) defined a problem 
and the process of problem solving very w e ll .
A problem may be defined as a discrepancy or 
difference between an actual state  o f a f fa i r s  and 
a desire or Ideal state  of a f f a i r s .  Problem solving 
Is the process o f  resolving the unsettled matters, 
of find ing an answer to a d i f f i c u l t y ;  I t  Is a process
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that results  fn a solution to a problem, and ft
Involves changing the actual state  o f  a f fa i r s  u n t i l
I t  Is Identical w ith  the desired s ta te  of a f fa i r s  (257).
Roommate d i f f i c u l t i e s ,  personal c r is is ,  career decisions, and 
class selections are a few o f the problems an RA w il l  encounter and 
help the residents to solve. Therefore some systematic process for  
problem solving can be usefu l. Five basic steps to problem solving  
were offered by Johnson 6 Johnson (1975) and they Included:
1. Defining the problem
2. Diagnosing how big i t  is and what causes i t
3. Formulating a l te rn a t iv e  s tra teg ies  or plans fo r solving I t
4. Deciding upon and implementing the most desirable s tra teg ies
5. Evaluating the success o f the s tra teg ies  used (259).
Exero'lees and Aotiv'tt'Les
The s k i l l  o f problem solving and the using o f the above steps can 
Increase the RA's a b i l i t y  to successfully solve problems. In order to  
demonstrate what c rea tive  Imaginations the RAs have, they should engage 
In some specific  problem solving re lated to th e ir  job duties or any other  
problem(s) that the group fee ls  Is Important. The following questions are  
examples that could be used to stimulate the RAs In generation o f possible  
solutions. What measures can be taken to reduce or e lim inate  building  
damages? What kinds of new soc ia l,  academic, and recreational a c t iv i té s  
can we o f fe r  the residents?
Examples o f crea tive  thinking exercises can be found In De Bono (1970 
& 1971) as well as In Raudsepp 6 Hough (1977) that go beyond the realm 
of v e r t ic a l  thinking and problem solving. These exercises or a c t iv i t i e s
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may be conducted In d iv id u a lly  by the RAs or In groups depending up>on 
the preference o f the t ra in e r .
Discussion and Processing
During th is  module, the RAs should become more aware o f  the numerous 
a lte rn a t iv e s  offered by crea tive  thinking w ith in  problem solving. To 
take a simple or d i f f i c u l t  problem or puzzle and generate numerous 
solutions or answers Is rewarding. The r e a l iz a t io n ,  that there is more 
than one solution to almost every problem, is a very exc it ing  one for  
the RAs. RAs w i l l  o ften have problems to solve as part o f  th e i r  job but 
crea tive  and productive solutions w il l  make problem solving not nearly  
so insurmountable.
Quantity and q u a li ty  of the solutions are the objectives o f  the 
problem solving and crea tive  thinking exercises. I t  would be helpful 
i f  the t ra in e r  asks the RAs to share th e ir  solutions with the other s ta f f  
members. By using th is  mutual sharing session, the RAs w i l l  observe the 
styles and methods of problem solving and c rea tive  thinking that other  
RAs use. Allow approximately one and a h a lf  hours fo r  th is  t ra in in g  module
MODULE I I I :  UNDERSTANDING SKILLS
The understanding s k i l ls  module consists o f  exp erien tia l  exercises  
designed to increase the RA's a b i l i t y  to understand herse lf  and others.
The tra in in g  objectives for th is  module Include numbers 1, 4, and 5 as 
described on page 61. The s k i l ls  and concepts tha t w i l l  be examined 
include: Understanding o f  s e lf  and others, empathy, respect, acceptance.
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and awareness (Pyle & Snyder 1971; Av ila  e t  a 1 . ,  1971; Newton 1974;
Egan 1975; Schoeder 1976; Tammlnen et a l . ,  1976; Tammlnen 6 Smaby 1978; 
Janosik 1978, and MItnIck 1979).
Lecture Content
RAs come Into contact with many residents and co-workers who 
possess b e l ie fs ,  customs, habits , l i f e  s ty les , and re lig ious  which may 
be very d i f fe r e n t  or foreign to own. Each RA must be capable o f using 
th is  data and make some sense out o f I t .  The more fa m il ia r  the RAs 
are with others ' values, b e l ie fs ,  h is to r ie s ,  perceptions, and ethnic  
experiences, the more e f fe c t iv e  they w i l l  be as persons as well as RAs. 
The better the RA understands others, the b ette r  she w i l l  be able to 
understand h erse lf .
Exerc'isee and Aot'ivittes
Exercises and a c t iv i t i e s  In th is  module should be focused towards 
spec if ic  topics that can Increase understanding. Examples of exercises  
that could be used are found In (Appendixes F, G, 6 H) and others (Newton 
1974 and Tammlnen & Smaby 1978) that may accomplish the objectives o f  the 
module.
Appendix F could be used to be tte r  understand what people r e a l ly  
mean. Gll Scott-Herron, an African-American poet and musician, discusses 
ethnic experiences and Impressions that are most l ik e ly  un fam iliar  to a 
lo t  o f RAs. This exercise w il l  demonstrate the problem o f understanding 
ethnic concepts, phrases, and descriptions. There w il l  o ften  be residents  
who are a m inority In terms o f th e ir  heritage or ethnic background. By
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being sensitive  and rea l iz in g  that th e i r  frame o f  reference or word 
usage may cause d i f f i c u l t y  In being understood accurate ly . Appendixes 
G and H provide the RAs the opportunity to In teract and share themselves 
with others and through th is  sharing and In te rac tion , understanding may 
be promoted.
V'iscussion and Processing
The RAs should experience the fru s tra t io n s  and d i f f i c u l t i e s  of  
understanding others as well as being understood. I f  the s k i l ls  from 
the two previous tra in in g  modules are Incorporated Into the understand­
ing process, the process can be made eas ier .  The d ifferences In l i f e  
s ty les , ethnic backgrounds, customs, hab its , and word usage and meaning 
can be overcome I f  a conscientious e f fo r t  to understand Is made. The 
d i f f i c u l t y  and fru s tra t io n  o f  the understanding process Is made v iv id  In 
a statement made to th is  author by a res ident, "Just because I understand, 
doesn't make I t  hurt any less l"  Understanding, In and o f I t s e l f ,  is not 
enough but by using a l l  o f the other s k i l ls  w i l l  help to increase the RAs' 
chances of being successful.
The t ra in e r  should encourage small group discussions fo r the RAs so 
that they w i l l  be able to in teract and share th e i r  fee lings with the 
others In the group. The RAs usually in te rac t f re e ly  and o ften  the t ra in e r  
has to In terrupt the discussion and dialogue in order to conduct other  
exercises. Allow approximately one and a h a lf  hours fo r th is  t ra in in g  module
MODULE IV: GROUP GROWTH AND COHESIVENESS
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The f in a l  t ra in in g  module focuses on group growth and cohesiveness.
The objectives for th is  module Include numbers 1, 3> and 5 as described 
on page 61.
Lecture Content
Teamwork Is Important to the effectiveness o f  any residence h a l l .
Even with Individual autonomy, the concepts of group growth and cohesive­
ness are Imperative to establishing and maintaining a balance between 
them. Cohesiveness and group growth aid RAs In the a b i l i t y  to successfully  
accomplishing the Individual hall goals and objectives as well as those 
of the to ta l  housing operation.
Johnson and Johnson (1975) described group cohesion as " .  . . the 
sum o f a l l  the factors Influencing members to stay In the group; I t  Is 
the resu lt  o f the pos itive  forces of a t tra c t io n  toward the group outweighing 
the negative forces o f repulsion away from the group" (233).  Group 
cohesion can provide many consequences that are productive to the group's 
effectiveness. The benefits o f group cohesiveness outweigh the negative  
e f fe c ts .  They, Johnson and Johnson, o ffered several consequences o f group 
cohesiveness. Highly cohesive groups:
1. Are characterized by low turnover In membership and 
low absenteeism
2. Are more w i l l in g  to work toward a common goal
3. Members communicate more frequently  and e f fe c t iv e ly
4. Are more l ik e ly  to Influence one another In making decisions
5. Are more w i l l in g  to l is te n  to other members
6. Are more w i l l in g  to accept the opinions o f other members
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7. Are more w i l l in g  to endure pain or f ru s tra t io n  In behalf 
of the group
8. Are more w i l l in g  to defend the group against external 
c r i t ic is m  or a t ta c t  (253).
E xe rc ises  and A c t iv i t ie s
There are numerous exercises that could be conducted In th is  module. 
Common examples are wreched on the Moon, Winter Survival, or s im ila r  ones 
that focus on Indlvldual-vs-group a b i l i t i e s  and e ffec tiveness . The Feed­
back Exercise (Johnson and Johnson, 302-3) could be useful In exchanging 
Information, Increasing c la r i t y ,  and Improving understanding o f  how each 
RA has an Impact on other group members. Be experiencing the e f fe c t iv e ­
ness o f  group decision making over Individual decision making, the RAs 
can see how Important group growth and cohesiveness are to the functioning  
of a residence h a l l .
d is c u s s io n  and P rocess ing
The development o f  a strong and cohesive group can be very benefic ia l  
fo r the group or organ ization . The benefits  fa r  outweigh the disadvantages 
of group growth and cohesiveness w ithin the residence hall se tt in g . I t  
Is easy to observe a s ta f f  or f lo o r  o f residents that work smoothly and 
e f f lc le n c ly  together, have grown In d iv id u a lly ,  and molded themselves Into  
a cohesive and ac t ive  unit or group. This natural way the RAs and residents  
re la te  and In teract with each other can e as ily  be observed. By working 
as a strong and cohesive group, the RAs can experience the dynamics o f  group 
growth and cohesiveness.
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In th is  module the RAs w i l l  observe how well they perform as 
Indiv iduals during these exercises. They w i l l  also become aware of  
how much bette r the group performs as compared to any In d iv id u a l.  Each 
RA has s k i l ls ,  a b i l i t i e s ,  and expertise  In certa in  areas but no In d i ­
vidual RA Is knowledgeable In a l l  areas. U t i l i z in g  th is  group dynamics, 
the RAs can experience and discover that the group Is In fact greater  
than the sum o f I ts  Individual members. By providing more than one of  
these types of exercises the RAs w i l l  be able to verba lize  th e i r  under­
standing o f the concepts In th is  module as well as using the s k i l ls  
learned In the other modules. Allow approximately one and a h a lf  hours 
fo r  th is  t ra in in g  module.
TRAINING ASSESSMENT
It  Is suggested that a t  the end o f  the communication workshop that  
some type o f assessment o f  the tra in in g  be taken. A Communication Work­
shop Evaluation (See Appendix I)  designed by th is  author Is an example 
of such an assessment. The assessment w i l l  ass is t the t ra in e r  In analyz­
ing and evaluating the overa ll e ffectiveness of the communication tra in in g  
The evaluation may also provide suggestions for other t ra in in g  topics or 
areas o f  concentration that the RAs may feel are Important to th e i r  job  
success.
This workshop has been designed with the spec if ic  needs, goals, 
and objectives of the housing o f f ic e  and I ts  operation taken Into consid­
era t io n . Even though the communication workshop consisted o f  only six  
hours o f t ra in in g ,  th is  author understands and rea lizes  that much of the
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l i t e r a tu r e  suggests that tra in in g  conducted over longer periods o f time, 
Increases the effectiveness of that tra in in g  (Relssman 1965; Berenson, 
Carkhuff, and Myrus 1966; Martin and Carkhuff 1968; Egan 1975; Carkhuff 
1977; and Janosik 1978).
The purpose o f the communication s k i l ls  t ra in in g  was to augment 
the d iv e rs ity  o f  the tra in in g  received by the RAs because there are so 
many other s k i l ls  that the RAs must be knowledged In order to perform 
th e i r  jobs (Greenleaf 1974 and Appendix A ) .  By providing basic communi­
cation s k i l ls  the RAs w i l l  be made more aware of these s k i l ls  and 
hopefully generate greater In te res t in gaining additional Information  
In these and other areas.
DISCUSSION AND SUMMARY
The re s p o n s ib il i ty  for f a c i l i t a t i n g  a humanized 
environment In residence ha lls  has been predominantly 
placed with the students working In a paraprofesslonal 
ro le .  The effectiveness of the student paraprofesslonal,
In the above roles depends upon how well they are tra ined  
to work In a helping re la tionsh ip  (Newton 1974, 366) .
The objective  o f  th is  manuscript has been to examine the Resident
Advisors as a paraprofesslonal helper w ith in  the residence ha ll se tt in g .
The reader has seen. In Chapter 1, what student housing Is ,  how I t  has
developed, as well as the changing roles and re s p o n s ib i l i t ie s  o f  the RA
as a s ta f f  member. In Chapter I I ,  a survey o f the l i t e r a t u r e  re lated  to
helping; helping ch a ra c te r is t ic s ;  professional, lay, and paraprofesslonal
tra in in g  programs; and spec if ic  t ra in in g  programs for Resident Advisors.
F in a l ly ,  a communication s k i l ls  workshop was designed and developed, In
Chapter I I I  to be used as a spec if ic  s k i l ls  t ra in in g  program fo r  RAs or
as a part of an overa ll residence ha ll t ra in in g  program. Depending upon
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the preference o f the tra in e rs  or housing s t a f f ,  th is  communication 
s k i l ls  workshop can be u t i l iz e d  In any type o f  t ra in in g  format: spring
or pre-school o r ie n ta t io n ,  actual on-the-job  t ra in in g ,  Individual hall  
t ra in in g ,  or to ta l  RA s ta f f  tra in in g .
The helping process Is very complex and I t  Is Imperative that  
the Resident Advisors are given assistance In performing th e ir  helping 
tasks by exposure to communication s k i l ls  tra in in g  as well as other 
t ra in in g  re lated  to th e i r  job  performance. The a b i l i t y  to r e a l is t i c a l ly  
meet the ever changing needs, desires, and demands o f the residents In 
on-campus f a c i l i t i e s  should be our major concern and p r io r i t y .  The 
continual development and Improvement o f Resident Advisor's personal 
as well as paraprofesslonal s k i l ls  should be the goal o f  not only each 
RA but also that o f  the residence hall professional s ta f f .  This w i l l  
provide the most e f fe c t iv e  and conducive atmosphere for student and s ta f f  
development and growth.
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APPENDIX A 
RA JOB DESCRIPTION
TITLE: Resident Assistant
REPORTS TO: Head Resident and Assistant Head Resident 
SUPERVISES: Assigned Floor or Wing 
PURPOSE OF POSITION :
To assist with certain basic responsibilities within a Residence Hall. The Resident 
Assistant works in all phases of resident living with the staff responsible for the 
Residence Hall. To serve as liaison between the University administration and the 
students of the Residence Halls; to foster an atmosphere for academic, social, 
cultural, and emotional growth in the Residence Halls by serving as an advisor/ 
counselor to the students living in the halls; to assist the Head Resident in 
promoting the general well-being of the Residence Halls and its residents.
PRIMARY DUTIES:
1. To promote the development of an atmosphere within the Residence Halls wherein 
the objectives of the University may be achieved.
— Developing students respect for one another as well as respect for private 
and public property, and authority.
— Assisting student officers in finding better ways to provide conditions for 
proper study.
— Providing an example of friendliness and assistance to students and becoming 
acquainted with one another.
— Being aware of study habits and academic problems of students on the floor.
2. To be responsible for assisting individual students.
— To maintain regular room hours in which to be clearly available to students.
— To maintain records of individual students for whom you are responsible.
— Showing a sincere interest and friendliness to all students.
— Being a good listener.
— Being aware of social isolates and helping them when possible to make friends 
and become a part of the campus community.
— Being aware of attitudes and behavioral patterns of students.
— Being aware and assisting students who may become ill.
— Knowing resources on the campus to help students.
— Being able effectively to refer students for help.
— Having reference materials available, i.e., the college catalogue, listing 
of student services, handbooks, class schedules, campus calendar, etc.
— Bringing out potentials of students to contribute to Residence Halls programs 
and campuij activities.
Being aware of problems of adjustment of new students.
— Being aware of student needs and letting them be known to the administration 
—  physical, emotional, and personal needs.
3. To promote the development of Residence Halls programs by and for the students. 
Sound, well-planned activities are the very basis by which Residence Halls can 
contribute to educational experiences of students. These activities are varied, 
and the most effective programs are those which are initiated, planned and 
carried out by students. The Resident Assistant may provide the stimulation 
for planning and can offer the help of a great deal of experience and interest.
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— Encourage student responsibility for their own Residence Hall program.
— Be aware of possible activities for hall groups and have available creative 
suggestions which students may accept or reject.
— Support activities of the hall by personal attendance and participation.
— Know the responsibilities of officers and assist In their leadership training. 
— Have a knowledge of University rules and regulations which affect social 
activities and the reasons for regulations.
4. To enforce rules and regulations and help provide a "control".
The responsibility for preventive discipline and an explanation as to the needs 
for control are the responsibility of the Resident Assistant.
— Setting an example by adhering to rules and regulations of the University and 
the Residence Halls.
— Know University and Residence Halls rules and regulations and reasons why 
they are advantageous to the students.
— Assist all students in knowing what is expected of them and the reasons for 
these expectations.
— Encourage student involvement in enforcement of rules and regulations.
— Assist individual growth toward self-discipline.
— Recognize signs of campus unrest and work to help students understand the 
issues.
— Report behavioral infractions according to determined policies.
5. To assist with administrative details.
— Know how to contact health service, fire department, and Security in case of 
emergencies.
— Assist with public relations.
— Prepare necessary records and reports.
— Collect data cards as needed.
— Assist with room checks as required by hall operation.
"— Participate in staff meetings and committees which may develop policies and 
provide for evaluations.
— Assist with communication among staff members, residents, and the University. 
— Keep the Head Resident informed of major plans being developed by residents.
— Assit with opening and closing of the hall.
— Assist with general physical needs of the hall.
— Selectively report happenings within the halls which are of concern to persons 
in charge.
— Participation in the selection process for new staff members.
6. To serve as liaison between the University administration and the residents.
7* To assist the Residence Halls Office in the execution of those student personnel 
policies which affect Residence Halls life.
8. To attend meetings called by the Residence Halls Office and to participate in 
training sessions designed to increase personal effectiveness.
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9. To assist the Head Resident, and Assistant Head Resident in any matters pertaining
to the general well-being of the hall and its residents.
10. To assist with formulation of Residence Halls Policy by presenting recommendations
to the Residence Halls Office.
SCOPE AND IMPACT OF THE POSITION:
The Resident Assistant is responsible for the well-being of a particular Residence 
Hall and the students In that hall, as well as the general atmosphere and programs 
of that hall.
The Resident Assistant is an effective influence on his peer group and thus assumes 
an Important role in the Residence Halls. Resident Assistants can accomplish certain 
tasks better than anyone else. Their peer acceptance includes acceptance of standards 
which they set by their example. As policies are being developed, their view points 
as students are most valuable to the Residence Halls Office and the Head Resident. 
Resident Assistants can exert great influence on the students' environment, and be .of 
valuable help to Individual students; they can advise student activities and assist 
in enforcement of rules and regulations and with administrative details. Of great 
importance, because of the proximity of the Residence Halls Staff to students, is 
the ability of the staff to transmit to students their own enthusiasm for learning 
and to transfer a desire to receive the greatest possible benefits for personal 
growth from their college years.
Having to pass down decisions made by those in authority is not always conducive to a 
relationship of mutual understanding. Therefore, the Resident Assistant must use a 
great deal of tact when functioning as a member of the administration. However, at 
no time will he or she be asked to break a confidence.
POSITION REQUIREMENTS;
The Resident Assistants are selected on the basis of their general level of maturity 
and judgment; their ability to hold a part-time job while maintaining a satisfactory 
grade point average; their interest in the welfare of their fellow students; and 
the presence of those personality variables such as, warmth, emotional stability, 
ability to listen, sensitivity, and awareness which facilitate interpersonal 
relationships.
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1 1 /
R.A. EVALUATION SURVEY
The purpose of the following questionnaire is for you as a resident to provide some 
feedback to your R.A. as to your perception of his/her job performance. Please be 
honest and candid In your appraisal. This questionnaire has been distributed by 
your R.A. Please complete It and slide the completed form under your R.A.’s door. 
PLEASE DO NOT PUT YOUR NAME OR YOUR R.A.’S NAME ON THE QUESTIONNAIRE. YOUR RESPONSE 
WILL REMAIN ANONYMOUS. If you wish to discuss your appraisal with your R.A.'s 
please feel free to do so.
1. Rate the availability of your Resident Assistant.
 Very Low ____ Low   Average ____ High   Very High
2. Rate your R.A.’s ability to provide you with Information you need concerning 
the University and Residence Halls.
 Very Low ____ Low  Average ____High   Very High
3. Rate your R.A.’s ability to communicate as an understanding person and a good 
listener.
 Very Low   Low   Average   High   Very High
4. Rate your R.A.'s ability to handle discipline with fairness and consistency. 
  Very Low ____ Low   Average   High  Very High
5. Rate your R.A.'s sincerity In his/her position.
  Very Low  Low  Average  High  Very High
6. Rate your R.A.'s ability to gain the respect of his/her residents.
 Very Low ____ Low  Average  High  Very High
7. Rate your R.A.'s ability to encourage responsible behavior on his or her 
floor.
 Very Low  Low ____  Average    High  Very High
8. Rate your R.A.'s ability to provide an atmosphere which is conducive for study, 
and a comfortable living environment.
  Very Low ____ Low ____Average  High  Very High
9. Please give your R.A. an overall rating.
  Very Low ____ Low ____Average  High  Very High
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10. What additions or changes should your R.A. make?
11. What additional services could your R.A. or the Residence Halls Office provide 
and how could they be achieved?
12. What frustrates you most about the University of Montana?
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APPENDIX
HOUSING OFFICE 
ST. CLOUD STATE UNIVERSITY 
RESIDENCE HALL STAFF EVALUATION
The H ous ing  O f f ic e  I s  c o n ce rn e d  w i t h  th e  o v e r a l l  o p e ra t io n  o f  th e  re s id e n c e  
h a l l  s t a f f  and th e  q u a l i t y  o f  l i f e  w i t h in  each h a l l .  In  an e f f o r t  t o  im p ro v e  
y o u r  r e s id e n t ia l  e x p e r ie n c e ,  we w ou ld  l i k e  you  t o  spend a fe w  r r ’ n i i t o i  o f  y o u r  t im e  
c o m p le t in g  t h i s  fo rm . P le a s e  fe e l  f r e e  to  e x p re s s  y o u r  h o n e s t o p in io n s .
Y ou r r e s id e n t  a d v is o r 's  nam e_
Y ear in  s c h o o l:  Freshman_____
R es idence  H a ll
Sophmore J u n io r S e n io r
F lo o r /H o u s e
P le a s e  c i r c l e  th e  a p p ro p r ia te  re sp o n se  f o r  each q u e s t io n  
as i t  p e r ta in s  t o  y o u r  R .A .
5 •  e x c e p t io n a l , 4  -  v e ry  g o o d , 3 -  a ve ra g e
2 -  s e ld o m , 1 -  p o o r
Y o u r R e s id e n t A d v is o r :
i
1
>-
onLU
>
w
iUJ
<
1
LU
LO
>1
gz
Soz
1 . Is  a round  o r  can  be fo u n d  when needed. 5 3 2 1
2 . I s  c o n s is ta n t  and f a i r  in  h a n d lin g  s i t u a t io n s . 5 3 2 1
3 . Has t a c t ,  d ip lo m a c y  in  d e a l in g  w i th  r e s id e n ts . 5 3 2 1
4 . A tte m p ts  t o  p r o te c t  th e  r i g h t s  o f  a l l  in d iv id u a ls
on th e  f l o o r . 5 3 2 1
5 . H e lp s  p la n  and p ro m o te  f l o o r  a c t i v i t i e s . 5 3 2 1
6 . A tte m p ts  t o  g e t  r e s id e n ts  e n th u s ia s t ic  and in v o lv e d . 5 3 2 1
7 . Prom otes f l o o r  u n i t y . 5 3 2 18. Have th e  f l o o r  m e e tin g s  y o u 'v e  a t te n d e d  been
in fo r m a t iv e  and h e lp fu l? 5 3 2 1
9. Keeps me in fo rm e d  o f  re s id e n c e  h a l l  p rogram s and
p ro c e d u re s . 5 3 2 1
1 0 . I s  a s o u rc e  o f  in fo rm a t io n  in  a n sw e rin g  q u e s t io n s  I
m ig h t have . 5 3 2 1
1 1 . W i l l  t r y  t o  f in d  th e  answ ers  to  th e s e  q u e s t io n s  i f
h e /s h e  d o e s n 't  know them . 5 3 2 1
1 2 . Shows i n t e r e s t  in  jo b  and r e s id e n ts . 5 3 2 1
1 3 . Shows e n th u s ia s m  and d e d ic a t io n  f o r  h is / h e r  w o rk . 5 3 2 1
1 4 . Makes a t te m p t to  g e t  t o  know r e s id e n ts . 5 3 2 1
1 5 . I s  h o n e s t in  d e a l in g  w i t h  me. 5 3 2 1
1 6 . I s  w i l l i n g  t o  l i s t e n  when I have a p ro b le m . 5 3 2 1
1 7 . P le a se  r a t e  y o u r  R A 's  p e rfo rm a n c e  o v e r a l l . 5 4 3 2 1
1 8 . a .  A re  q u ie t  h o u rs  a p ro b le m  on y o u r  f lo o r ?  yes_ no E x p la in :
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18 . b . S hou ld  y o u r  RA h e lp  e n fo rc e  q u ie t  h o u rs : (p le a s e  c i r c l e )
m ore —  same —  le s s  
c .  Have y o u , as a r e s id e n t ,  h e lp e d  - n fo r c e  q u ie t  h o u rs  y o u r s e l f?  ye s   no
19. When y o u r  RA i s  c o n fro n te d  w ith  a lc o h o l ,  does h e /s h e  e n fo rc e  th e  a lc o h o l p o l ic y  
a c c o rd in g  t o  U n iv e r s i t y  p o l ic y ?  ye s____  no_____
20 . When y o u r  RA Is  c o n fro n te d  w ith  d ru g s ,  does h e /s h e  e n fo rc e  th e  d ru g  p o l i c y
a c c o rd in g  t o  U n iv e r s i t y  p o l ic y ?  ye s  no_____
P le a se  respond  to  q u e s t io n s  21 -  26 by c i r c l i n g  y e s  o r  n o .
2 1 . Does y o u r  RA spend enough t im e  w ith  th e  f l o o r  r e s id e n ts  a round
th e  h a l l?  ye s  no
2 2 . Does y o u r  RA v i s i t  w i th  you  on t h e - f lo o r ?  y e s  no
2 3 . Is  I t  Im p o r ta n t  to  be known p e rs o n a l ly  by th e  RA? y e s  no
2 4 . Do you  know who th e  D i r e c t o r  Is ?  ye s  no
Have you  needed h is / h e r  s e rv ic e s ?  y e s  no
I f  s o , w ere  th e y  o f  a s s is ta n c e  to  you? y e s  no
2 5 . Do you know who th e  A s s is ta n t  D i r e c t o r  is ?  y e s  no
Have you needed h is / h e r  s e rv ic e s ?  y e s  no
I f  s o , w ere  th e y  o f  a s s is ta n c e  t o  you? y e s  no
2 6 . I s  f l o o r  u n i t y  Im p o r ta n t  t o  you? y e s  no
G enera l comments on any q u e s t io n s  abo ve :
2 7 . Do you  make an e f f o r t  t o  a t te n d  f l o o r  m e e tin g s ?  ye s  _____ no______
2 8 . How ” 0u ld  you  d e s c r ib e  y o u r  R A 's  a t t i t u d e  to w a rd  you?
2 9 . How w ou ld  yo u  d e s c r ib e  y o u r  R A 's a t t i t u d e  to w a rd  th e  RA p o s i t io n ?
30 . What a re  y o u r  f e e l in g s  a b o u t th e  t o t a l  r e s id e n c e  h a l l  s t a f f  in  y o u r  h a l l?
31 . Does y o u r  RA and re s id e n c e  h a l l  p rom o te  enough n o n -a lc o h o l r e la te d  program s?
y e s   n o _____
32 . What p rog ram s w o u ld  you  l i k e  t o  see o f fe re d ?
P le a se  g iv e  us any o th e r  conm ents yo u  m ig h t have .
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APPENDIX D 
LISTENING: STORY AND PRE-TEST
THE VACATION DAY
Mark and Betty Wilson ro lled  out o f  bed a t  5:40 AM. I t  was the long 
awaited day, June 14, when the fam ily  would s ta r t  I t ' s  annual 12-day 
vacation.
They got dressed. Mark went Into the kitchen while Betty got the two 
children , Mike age 11 and Patty , age 8 out o f bed. Mike was the f i r s t  
one dressed. He came down In 15 minutes. Patty followed along f iv e  
minutes la te r .
By th is  time Mark had gulped down a cup o f  coffee and couple s lices  
of toast.  Betty drank a glass o f  g rap e fru it  ju ic e  and was on her 
second cup o f coffee .
They had packed the night before so they were ready to go. The ch ildren  
were not hungry and were anxious to get started  so Mark had another 
quick cup o f co ffee , they a l l  hopped In the car,  and pulled out o f  the 
driveway a t  6:45 AM.
"Right on schedule," Mark said. "Our reservations for tonight are 480 
miles away." A fte r  driv ing fo r  an hour and a h a lf  the ch ildren said 
they were hungry. Mark spotted a roadside restaurant, the "Clean 
Kitchen," so they pulled In fo r  breakfast.
The children had orange ju ic e ,  m ilk  and pancakes. Mark and Betty had 
eggs and bacon. Breakfast took 35 minutes. Then they were back on the  
road again.
Betty had brought comic books along so the children read those fo r  a 
couple hours. Then they started amusing themselves by arguing w ith  
each other.
Mark broke the monotony by stopping fo r  hamburgers a t 1:30. Everybody 
got along f in e  fo r  the next two hours u n t i l  one o f the comic books got 
torn. Then I t  was sheer bedlam fo r  the next few hours with Betty  
playing re feree .
They f in a l l y  pulled Into th e ir  motel, haggard and worn, ten hours and 
twenty minutes a f te r  they had l e f t  the driveway. The annual fam ily  
vacation o f  fun and re laxation  had o f f i c i a l l y  begun.
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LISTENING: PRE-TEST
1. The las t  name of the fam ily  was: (a) Olson (b) Peterson
(c) Wilson (d) Johnson
2. Mark and Betty got out o f  bed a t :  (a) 5:20 (b) 5:40 (c) 5:30
(d) 5:50
3. The vacation started on: (a) June 4 (b) June 14 (c) June 20
(d) June 10
4. The boy's name was: (a) Mike (b) Peter (c) Mickey (d) Mat
5. His age was: (a) 8 (b) 12 (c) 10 (d) 11
6. The g i r l ' s  name was: (a) Debbie (b) Peggy (c) Patty (d) Cathy
7. Her age was: (a) 7 (b) 11 (c) 8 (d) 9
8. The time I t  took the boy to get dressed and come downstairs
was: (a) 5 minutes (b) 10 minutes (c) 15 minutes (d) 20 minutes
9. Before they l e f t  Mark had: (a) 2 cups o f coffee and toast
(b) orange Juice and coffee (c) only one cup of co ffee  (d) only
2 cups o f coffee
10. Before they l e f t  Betty had: (a) orange ju ic e  and coffee  (b) grape
ju ic e  and coffee (c) toast and coffee (d) g rap e fru it  ju ic e  and 
coffee
11. The length o f the vacation was to be: (a) 10 days (b) 12 days
(c) two weeks (d) 16 days
12. They l e f t  th e ir  driveway a t :  (a) 6:45 AM (b) 7:00 AM (c) 6:30 AM
(d) 6:20 AM
13. The distance they had to drive  the f i r s t  day was : (a) 20 miles
(b) 480 miles (c) 460 miles (d) 440 miles
14. They stopped for breakfast a f te r  d riv ing: (a) one hour (b) one
and a h a lf  hours (c) 45 minutes (d) one and a quarter hours
15. The name o f the restaurant where they had breakfast was: (a) Gal's
Kitchen (b) Country Kitchen (c) Home Style Kitchen (d) Clean 
Kitchen
16. For breakfast the children a te :  (a) cereal (b) pancakes (c) eggs 
(d) french toast
17. For breakfast Mark and Betty ate: (a) cereal (b) pancakes (c) eggs
(d) french toast
18. The amount o f  time spent fo r  breakfast was: (a) 25 minutes (b) 30 
minutes (c) 35 minutes (d) 45 minutes
90
19. In the car the children a te : (a) snacks (b) fresh f r u i t
(c) candy (d) was not mentioned
20. The time between leaving th e i r  driveway and a r r iv in g  a t  the motel 
was: (a) 10 hours (b) lO i hours (c) 10 hours and kO minutes
(d) 10 hours and 20 minutes
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APPENDIX E
LISTENING: STORY AND POST-TEST
ANOTHER VACATION DAY
B i l l  and Sara Andrews tumbled out o f  bed at 5:45 AM. The big day o f  
the year, July 10, had arrived when the fam ily would s ta r t  I t ' s  annual 
two-week vacation.
B i l l ,  f i l l e d  with vim and v igor, went out and jogged In the morning 
sunshine fo r a m ile , came In the house, showered and shaved, and was 
ready to go.
During th is  time Sara had gotten the ch ildren Dana, age 10 and Debbie, 
age 12, out of bed.
Sara had some orange ju ic e  and a cup o f Instant coffee and they were 
ready to h i t  the road. A ll  except Peter. He was a slow poke and I t
took him 20 minutes to get ready. But they f in a l l y  a l l  p i led  In the
fam ily car and h it  the road a t exactly  7:00 AM.
"Right on the button," said B i l l .  " I  wanted to get started ear ly
because we have 475 miles to go today."
I t  took only an hour fo r  the children to begin arguing over a puzzle  
book that Sara had brought.
So Immedlatley B i l l  pulled Into a small roadside restaurant ca lled  the  
Wag-In-Inn. The children had f r u i t  ju ic e  and pancakes; B i l l  had french 
to as t ,  sausage and melon; Sara had scrambled eggs.
I t  took a h a lf  hour fo r  breakfast and they were back driv ing  again.
The food se tt led  the ch ild ren 's  stomachs, but not th e ir  d ispos it ions .  
Within a couple hours they were punching, poling and arguing.
"Can't you children communicate any other way?" asked Sara who did 
her best to s e t t le  the disputes.
B i l l  f in a l l y  stopped a t  a public park a t  2 o 'c lo ck , le t  the children  
run o f f  some steam, got a bag of hamburgers and they had a p icn ic .
Then they resumed th e i r  t r i p  which, by the end o f  the day, was some­
thing o f an exercise In re s tra in t  for the parents to re ta in  th e i r  
composure with the bedlam In the back seat.
"Nothing l ik e  togetherness to f i l l  the heart with jo y ,"  thought B i l l  
as he pulled Into the motel eleven hours a f te r  leaving the driveway 
In the morning.
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LISTENING: POST-TEST
1. The la s t  name o f  the family was: (a) Olson (b) Anderson (c) Johnson
(d) Andrews
2. B i l l  and Sara got out o f  bed a t :  (a) 5:15 (b) 5:30 (c) 5:45
(d) 5:55
3. The vacation started on: (a) July 1 (b) July 8 Cc) July 6
(d) July 10
4. I t  was to las t  fo r :  (a) one week (b) 10 days (c) two weeks
(d) three weeks
5. B i l l  jogged fo r:  (a) i  m ile (b) one mile (c) l i  miles (d) two miles
6. The boy's name was: (a) Paul (b) David (c) Dana (d) Daniel
7. His age was: (a) 10 (b) 9 (c) 12 (d) 11
8. The g i r l ' s  name was: (a) Cindy (b) Dorothy (c) Cathy (d) Debbie
9. Her age was : (a) 11 (b) 12 (c) 10 (d) 9
10. Before leaving Sara had: (a) 2 cups o f  coffee (b) grape ju ic e
(c) toast and coffee (d) orange ju ic e  and a cup o f coffee
11. To get ready I t  took the boy: (a) 10 minutes (b) 15 minutes
(c) 20 minutes (d) 25 minutes
12. They started driv ing a t :  (a) 7:00 AM (b) 7:15 AM (c) 6:45 AM
(d) 6:30 AM
13. The distance they had to drive  during the day was: (a) 500 miles
(b) 475 miles (c) 450 miles (d) 460 miles
14. The children started arguing over: (a) comic books (b) was not
mentioned (c) a puzzle book (d) who punched who f i r s t
15. The name o f  the restaurant was: (a) Do-Drop-Inn (b) Good-Road-Inn
(c) Wag-On-Inn (d) Come-On-Inn
16. For breakfast the children a te: (a) f r u i t  ju ic e  and pancakes
(b) cereal (c) scrambled eggs (d) french toast
17. B i l l  a te: (a) f r u i t  ju ic e  and pancakes (b) cereal (c) scrambled
eggs (d) french toast
18. Sara ate: (a) f r u i t  ju ic e  and pancakes (b) cereal (c) scrambled
eggs (d) french toast
19. So the ch ildren could get out o f the car and unwind. B i l l  stopped a t :
(a) a restaurant (b) a publIc park (c) a zoo (d) along the road
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20. The to ta l  time they were on the road was: (a) 11 hours (b) lOi
hours (c) 10 hours (d) H i  hours
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APPENDIX F 
THE REVOLUTION WILL NOT BE TELEVISED 
LYRICS BY GIL SCOTT-HERRON
You w i l l  not be able to stay home Brother
You w i l l  not be able to plug In, turn on, and cop out
You w il l  not be able to lose yourself on Stag and skip out
fo r  beer during commercials, because the revolution
w i l l  not be te lev ised  
The revolution w i l l  not be te lev ised , the revolution w i l l
not be brought to you by Xerox In four parts without
commercial In terruption  
The revolution w i l l  not show you a p ic ture  o f  Nixon blowing 
a bugle and leading a charge by John M itc h e l l ,  General 
Abrahms, and Spiro Agnew to eat hog maws confiscated  
from a Harlem sanctuary 
The revolution w i l l  not be te levised
The revolution w il l  not be brought to you by the Shafer Award
Theatre and w i l l  not star Natl le Woods as Steve McQueen 
or Bull Winkle as Ju lia  
The revolution w i l l  not give your mouth sex appeal
The revolution w i l l  not get r id  o f  the nubs
The revolution w i l l  not make you look f iv e  pounds th inner,  
because the revolution w i l l  not be te lev ised  Brother 
There w i l l  be no pictures o f  you and W ill  le Mays pushing
that shopping cart down the block on a dead run or
try ing  to s l id  that color T .V . Into a stolen ambulance 
NBC w i l l  not be able to predict the winner at 8:32 on report 
from 29 d is t r ic t s  
The revolution w i l l  not be te lev ised
There w i l l  not be any pictures o f  Pigs shooting down Brothers 
on the Instant replay 
There w i l l  not be any pictures o f  Pigs shooting down Brothers 
on the Instant replay  
There w i l l  be no pictures o f  Whitney Young being run out o f  
Harlem on a r a i l  with a brand new process 
There w i l l  be no slow motion or s t i l l  l i f e  of Roy Wilkins 
s t r o l l in g  through Watts In a red, black, and green 
l ib e ra t io n  jumpsuit that he has been saving for ju s t  
the proper occasion 
Green Acres, Beverly H i l l b i l l i e s ,  and H u t te r v l l le  Junction 
w il l  no longer be so damm re levant and women w i l l  not 
care I f  Dick f in a l l y  got down with Jane on Search For 
Tomorrow because Black people w i l l  be In the streets  
looking for a b righter day 
The revolution w i l l  not be te levised
There w i l l  be no h ighlights  on the 11 o 'c lock  news or no pictures  
of halry-arm women 1Ib e ra t lo n ls ts  and Jackie Onassis 
blowing her nose 
The theme song w i l l  not be w rit ten  by Jim Webb, Francis Scott
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Key nor sung by Glen Campbell, Tom Jones, Johnnie Cash, 
Engelbert Humperdlnek or the Rare Earth 
The revolution w i l l  not be te levised
The revolution w i l l  not be r ig h t back a f te r  a message about a
white tornado, white l ig h tn in g , or White people 
You w i l l  not have to worry about the junk In your bedroom, the 
t ig e r  In your tank, or the giant In your t o i l e t  bowl 
The revolution w i l l  not go be tte r  with Coke
The revolution w i l l  not f ig h t  germs that may cause bad breath
The revolution w i l l  put you In the d r iv e r 's  seat
The revolution w i l l  not be televised
W ill not be te levised  
W ill not be te lev ised  
The revolution w i l l  be no rerun Brother 
The REVOLUTION w i l l  be l iv e .
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APPENDIX G 
THE CAVE-IN SIMULATION
PURPOSE
This stim ulation a c t iv i t y  encourages the RA's to th in k  about 
Important and sometimes very scary, values issues: "What do I want
to get out o f  1 Ife?" "What do I have to contr ibute  to my world?" 
and "What In my l i f e  Is so Important?"
PROCEDURE
The RA's w i l l  d iv ide  Into groups o f  no less than f iv e  and no 
more than ten. Each group w i l l  s i t  In opposite sides o f  the room 
and on the f lo o r  I f  possib le. Turn out the l ig h ts  and pull down the 
shades. You can put a candle or lamp In the center o f the room for  
1Ight.
SITUATION
Your group Is on an outing to some nearby cave and are trapped 
hundreds o f fee t  below the ground by a cave-ln . There Is a narrow 
passageway leading up and out of the cavern where you are trapped.
Night Is coming fas t  and there Is no one around fo r  miles to help.
You decide to form a s ingle f i l e  and t ry  to work your way out o f  the  
cave. But a t  any moment there might be another rock s i Id e .  The ones 
nearest to the fron t o f  the l in e  w i l l  have the best chances fo r  survival 
Each member o f the group w i l l  give his or her reasons fo r  why he or  
she should be a t the beginning o f the l in e .  A fte r  hearing each others ' 
reasons, you w i l l  determine the order by which you w i l l  f i l e  ou t.
Each group w i l l  form a c i r c le  and each member w i l l  t e l l  what they
want to l iv e  for or what they have yet to get out o f  l i f e  that Is
Important to them. You can ta lk  about what you have to contribute to
others In the world that would J u s t i fy  th e i r  being near the fro n t of
the l in e .  A ll reasons w i l l  be considered equally ; the things you want
to l iv e  for can have ju s t  as much weight as the things you could do fo r  
others. You w i l l  have 25 minutes to complete your l i s t  and share the
results  with the other groups.
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APPENDIX H 
THE MIRACLE WORKERS
PURPOSE
This strategy poses a problem that confronts the student w ith  
many a t t r a c t iv e  a lte rn a t iv e s  to choose from. I t  helps him get In 
touch with his feelings about what Is Important to  him.
PROCEDURE
Provide students with the worksheet below containing the names o f  
f i f te e n  miracle workers. Each student works alone and chooses the f iv e  
miracleworkers he values the highest; that Is whose g i f t s  the student 
would most l ik e  to receive. Then, each student Is asked to pick f iv e  
more names. This leaves f iv e  m iracle workers In the least des irab le  
group.
Then the students form Into groups o f  no less than f iv e  and no 
more than seven to discuss th e ir  choices and see I f  they can discover 
any patterns. Some helpful questions are: What seems to l in k  together
the f iv e  most desirable people and what jo in s  the f iv e  least des irab le  
to you? What values were you upholding In your choices? Are there  
any choices that somehow seem out o f  place with the others In that grouping?
At th is  point, the discussion can take d i f fe re n t  forms. In v ite  
students to share th e ir  fee lings about a m iracle worker In th e i r  most 
or least desirable group. Or the students can ro le  play the miracle  
workers, w ith  each person arguing fo r  why he Is more powerful, more 
needed, or more useful fo r  mankind than the others.
Ask students a d i f f i c u l t  question: "What are you doing to
achieve what your top f iv e  miracle workers could do fo r  you?" Make 
a l i s t  o f what you are doing or could do.
WORKSHEET
A group o f 15 experts, considered m iracle workers by those who have 
used th e ir  services, have agreed to provide these services fo r  the members 
of th is  group. Their extraordinary s k i l ls  are guaranteed to be 100% 
e f fe c t iv e .  I t  Is up to you to decide which o f these people can best 
provide you with what you want.
The experts are:
1. Dr. Dorian Grey -  A noted p la s t ic  surgeon, he can make you 
look exactly  as you want to look by means of a new painless  
technique. (He also uses hormones to a l t e r  body structures  
and s iz e ) .  Your Ideal physical appearance can be a r e a l i t y .
2. Baron Von Barrons -  A college placement and job  placement expert.  
The college or job o f  your choice. In the location o f  your
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choice, w i l l  be yoursl (He also provides Immunity from the 
d ra f t  I f  you w ish ).
3. Jededlah Methuselah ^ Guarantees you long l i f e  Cto the age 
of 200) w ith  your agtng process slowed down proportionate ly .
For example, a t  age 6>0 you w i l l  look and feel l ik e  20.
4. DrSt Masters Johnson and Fanny H i l l  -  Experts In the area o f  
sexual re la t io n s ,  they guarantee tha t you w i l l  be the perfect  
male or female, w i l l  enjoy sex, and w i l l  bring pleasure to 
others.
5. Dr. Yin Yang An organlsmic expert, he w i l l  provide you with  
perfect health and protection from physical In ju ry  throughout 
your l i f e .
6. Dr. Knot Not GInott -  An expert In deal Ing with parents, he 
guarantees that you w i l l  never have any problems with your 
parents again. They w i l l  accept your values and your behavior.
You w i l l  be fre e  from control and badgering.
7. Stu Denpower -  An expert on a u th o r i ty ,  he w i l l  make sure that  
you are never again bothered by a u th o r i t ie s .  His services  
w il l  make you Immune from a l l  control which you consider 
u nfa ir  by the school, the po lice , and the government (the  
armed forces Included I ) .
8. "Pop" L a r l ty  -  He guarantees that you w i l l  have the friends  
you want now and In the fu tu re . You w i l l  find I t  easy to 
approach those you l ik e  and they w i l l  f ind you e a s ily  approachable
9. Dr. Charlie  Smart -  He w i l l  develop your common sense and your 
In te ll ig e n c e  to a level through your e n t i re  l i f e .
10. Rocky Fellah   ̂ Wealth w i l l  be yours, w ith  guaranteed schemes 
fo r  earning m il l io n s  w ith in  weeks.
11. Dwight D. DeGawl -  This world famed leadership expert w i l l  
t ra in  you qu ickly . You w i l l  be l is tened to , looked up to , and 
respected by those around you.
12. Dr. Otto Carengy ~ You w i l l  be w e l l - l ik e d  by a l l  and w i l l  never 
be lonely. A l i f e  f i l l e d  with love Is yours.
13. Dr. C la ire  Voyant -  A ll o f  your questions about the fu tu re  w i l l
be answered, con tinua lly ,  through the tra in in g  o f th is  soothsayer.
14. Dr. HInnah Se lf -  Guarantees that you w i l l  have self-knowledge, 
se lf -1  Ik in g , se lf -re s p e c t ,  and self-confidence. True s e l f -  
assurance w i l l  be yours.
15. Prof. Val U. Clear -  With his help, you w i l l  always know what 
you want and you w i l l  be completely c lea r  on a l l  muddy Issues 
o f these confused days.
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APPENDIX I 
COMMUNICATION WORKSHOP EVALUATION
1. L is t  any concepts, Ideas, or new Information that you may have 
learned during the workshop.
2. Would more tra in in g  In communication s k i l ls  help your performance 
as an RA? I f  yes, what types o f  tra in ing? I f  no, why not?
3. Can you s p e c if ic a l ly  describe anything you 11ked about the workshop? 
Why dId you l ik e  I t  ?
4. Can you s p e c if ic a l ly  describe anything you d ls i Iked about the  
workshop? Why did you d is l ik e  It?
5. Do you have any spec if ic  comments about the workshop?
6. Which o f the following times would be preferable fo r  you I f  and 
when more communication tra in in g  Is offered?
  a) One 3-hour session   b) Two H -hour sessions
 c) Two 1-hour sessions  d) Three 1-hour sessions
e) Other
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